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Abstract 
 
The Preparedness of African American Early Childhood Administrators to Build Quality 
Preschool Programs 
 
 
LaWanda O. Wesley, Ed.D. 
Drexel University, June 2015 
Chairperson: W. Edward Bureau 
California early childhood administrators are faced with increased accountability 
to ensure preschool children are prepared to enter school ready to succeed.  This comes in 
the wake of the 2001 No Child Left Behind Act and Obama’s 2011 Race to the Top Early 
Learning initiative to improve the quality of preschool programs for its youngest learners 
and consequently narrow the persistent school readiness gap.  The researcher employed a 
phenomenological research design to better understand early childhood administrators’ 
experiences, perceptions, attitudes, and beliefs about their professional preparedness to 
lead and manage high-quality preschool programs. 
Furthermore, the researcher investigated the interplay among early childhood 
administrators’ role as gatekeeper to quality preschool programming, the social and 
political influence of early childhood reform, and the structural inequality of professional 
development opportunities for African American early childhood administrators 
contextualized by the critical race theory.  By doing so, the researcher was curious to 
discover the professional development pathway for its early care and education program 
leaders.  Three research questions guided the study: What do African American early 
childhood administrators experience when transitioning from teacher to administrator?, 
How do African American early childhood administrators describe their professional 
preparedness to lead and manage high-quality preschool programs?, and What are 
African American early childhood administrators’ perceptions about their competency to 
lead and manage high-quality preschool programs? 
The research methodology resulted in five emerging themes and 14 subthemes.  
The themes are Role of Senior Management and Funders, Transition from Teacher to 
Early Childhood Administrator, Role of Early Childhood Administrators, Professional 
Development Experiences, and African American Early Childhood Administrators’ 
Perceptions and Experiences.  The study revealed African American early childhood 
administrators are impacted by a number of complex and challenging factors and 
experiences.  It is recommended these challenges be addressed by developing specialized 
training and education targeted for this segment of the early childhood workforce coupled 
with culturally relevant policies and practices. 
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Chapter 1: Introduction to the Research 
Introduction to the Problem 
As expectations and the landscape for high-quality early childhood education 
have evolved with local, state, and federal educational reform efforts, the need for and 
accountability of program leadership have increased.  However, very little attention in the 
literature has been given to support leadership development and career pathways for early 
childhood administrators and the need to make the distinction between “managing” 
routine day-to-day affairs and “leading” based on a strategic planned vision.  Leadership 
and management are complimentary to one another, yet different in practice (Goffin & 
Janke, 2013; Goffin & Means, 2009).  The link between effective leadership and desired 
learning outcomes for children is second to teaching and is a top priority for developing 
high-quality learning environments.  Early childhood leaders directly and indirectly 
influence teaching and learning by setting the program vision and climate, leading staff to 
commit to common goals, objectives, and standards motivated by a sense of 
responsibility rather than obligation and having sound pedagogical leadership (Bush, 
2013; Leithwood, Harris, & Hopkins, 2008; Mitgang, 2012; Siraj-Blatchford & Manni, 
2007). 
NAEYC’s book entitled Leadership in Early Care and Education distinguishes 
five different kinds of leadership to include community leadership, pedagogical 
leadership, administrative leadership, advocacy leadership, and conceptual leadership 
(Kagan & Bowman, 1997).  Professional identity is critical to understanding one’s 
leadership awareness and is reinforced and supported by those who serve as role models 
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and provide professional counsel to emerging leaders as they prepare to take on 
challenges in the field of education (Jordan, Munoz, Figlar, & O’Connell, 2013). 
One’s leadership ability to forecast and analyze both unintended and intended 
consequences is an improvisational art (Heifetz & Linsky, 2002; Senge, Smith, 
Krushwitz, Laur, & Schley, 2008).  The capacity for early childhood leaders to engage in 
this practice requires a skill and ability to balance anticipated and unanticipated 
programmatic challenges in a changing and evolving field (Rodd, 1994).  Heifetz and 
Linsky (2002) explained that leaders “move back and forth from the balcony to the dance 
floor” (p. 73).  Intentional and deliberated engagement in this process allows leaders to 
see the situation from a global perspective (e.g., balcony) prior to stepping into it (e.g., 
dance floor) and taking immediate action.  Leaders who perform this role conduct 
assessment/reassessment of moving and shifting parts as well as understand how 
individual parts are connected to the whole.  It is then that a leader and manager are 
positioned to make informed decisions and take action based on relevant and critical 
analyses of a given situation or interrelated challenges as they occur (e.g., daily, weekly, 
monthly, and yearly) (Heifetz & Linsky, 2002). 
The operational application of these leadership skills in early childhood matters 
because individuals who assume this role are expected to create, promote, and develop 
functioning systems and climates for building and sustaining quality preschool programs.  
It calls upon leaders who are prepared to work at the programmatic and systems levels, 
while adhering to local, state, and federal policies to improve and sustain quality 
preschool programs (Goffin, 2013).  Ensuring children are ready to thrive socially and 
academically begins during the preschool years and lasts throughout their school careers 
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(Duncan et al., 2007).  Effective leadership in early childhood supports the process of 
helping children successfully transition from preschool to kindergarten by building and 
sustaining quality early learning environments.  Preschool programs are led and managed 
by early childhood administrators similar to principals overseeing K-12 schools.  The 
ability for early childhood leaders to perform their job well is linked to closing the school 
readiness gap.  However, this relies on states developing and establishing professional 
development standards and career systems for its workforce (Ryan, Whitebook, Kipnis, 
& Sakai, 2011).   
Early childhood administrators are gatekeepers to quality preschool programming.  
Their educational attainment, experiences, and participation in professional development 
activities influence their preparedness to fulfill this role effectively (Bloom & Talan, 
2004).  Early childhood administrators hold the primary responsibility of planning, 
implementing, and evaluating early learning settings.  The role of early childhood 
administrators is comparable to their counterparts who serve as elementary and secondary 
school site principals (Fowler, Bloom, Talan, Beneke, & Kelton, 2008).  However, their 
career pathways are very different.  While the majority of states require primary and 
secondary school administrators to obtain a 4-year degree or an administrative credential, 
some states may not have similar education requirements for early childhood 
administrators, with a few requiring as little as eight credit hours or 24 units of college 
education (Fowler et al., 2008).  This varies with each state’s regulatory professional 
development system for early childhood administrators (Sciaraffa, 2004).   
The primary foci of 2- and 4-year college degree programs designed for early 
childhood administrators are curriculum and instruction.  Nevertheless, little attention is 
  
4
given to leadership and management capabilities that support positive learning 
experiences for children.  Previous studies based on local and state evaluations examine 
classroom quality and teacher skills as correlated to child outcomes but do not aim to 
explore the relationship of early childhood administrators’ leadership to program quality 
and children’s learning experiences (Ryan et al., 2011).  Nupponen (2006) stated, “there 
has been little encouragement to directors to pursue formal leadership or training or 
credentials” (p. 43).   
Furthermore, Nupponen (2006) contended this exists because higher 
qualifications result in higher wages and increase operational costs for early learning 
programs.  The majority of early childhood administrators have not had professional 
training in leadership and management in light of ever changing complex organizational 
environments.  This poses day-to-day challenges in the leadership and management of 
preschool programs and regarding allocating support from individuals to perform various 
roles and duties based on demands of daily practice and delivery of services (Heikka, 
Waniganayake, & Hujala, 2013).  Additionally, teaching approaches in preschool 
classrooms are found to be influenced by early childhood administrators’ style of 
leadership (Neugebauer, 2006).  The quality of preschool children’s learning experiences 
varies from one early childhood setting to another.  These experiences are based on the 
pedagogical leadership and quality of administration (McCormick Center for Early 
Childhood Leadership, 2011).   
Statement of the Problem to be Researched 
African American early childhood administrators are influenced by a wide 
variation in the scope and quality of professional development experiences that can have 
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an effect on their perception, attitude, and belief about their ability to lead and manage 
high-quality preschool programs. 
Purpose and Significance of the Problem 
The purpose of this phenomenological study was to explore African American 
early childhood administrators’ perceptions, attitudes, and beliefs about their professional 
development preparedness to lead and manage high-quality preschool programs.  
The current social and political climate of the 2001 No Child Left Behind Act 
(NCLB) and Obama’s Race to the Top Early Learning Challenge (Miller & Smith, 2011) 
initiative have placed greater accountability on early learning programs to support school 
readiness and close the achievement gap for at-risk students.  Furthermore, these 
accountability systems aim to improve student outcomes and the overall education 
system starting with the nation’s youngest learners.  President Obama’s campaign during 
the 2008 presidential election targeted an allocation of $1 billion annually to states with 
an established early learning system for eight consecutive years.  A key aspect of the 
targeted funding was to support professional growth and development for both preschool 
teachers and program administrators.  This has placed increased emphasis on early 
childhood administrators to support these federal educational initiatives.  Previous 
research has indicated that early childhood administrators do not necessarily feel 
adequately prepared to assume a leadership and management role, especially those 
transitioning from teacher to administrator (Fowler et al., 2008; Sciaraffa, 2004).   
President Obama’s 2015 fiscal year budget plan targets an allocation of $1.3 
billion in mandatory funds for early learning systems.  It will be funded by the federal 
tobacco tax initiative for the next 10 years, totaling $75 billion.  The funds will 
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strengthen and improve states’ existing early learning systems to ensure preschoolers 
enter kindergarten ready to succeed.  They will also work in partnership with the federal 
government to close the school readiness gap (U.S. Department of Education, 2013).  
California received $53,372,935 in the first round of funds under the program titled 
Preschool for All with a state match of $33,372,935 to serve 40,857 of the state’s low- to 
moderate-income level children and families (U.S. Department of Education, 2013).  This 
is in addition to the $52.6 million California already received from Obama’s Race to the 
Top Early Learning Challenge Grant.  The federal award supported developing a quality 
improvement system between January 2012 and December 2015 (Ch1ldren Now, n.d.). 
A key aspect of these funding allocations is to support professional growth and 
development for both preschool teachers and program administrators.  Research studies 
have validated that program quality and student learning outcomes increase as the 
qualifications of staff are enhanced (Bloom & Sheerer, 1992; Duncan et al., 2007; 
Whitebook & Sakai, 2003).  Aubrey, Godfrey, and Harris (2013) concluded that few 
research studies identify essential leadership models and characteristics of early 
childhood administrators and suggested that this is a period in which to focus on this with 
increased accountability for managing areas related to “care, health, family support, 
integrated with education and leading” (Aubrey et al., 2013, p. 6).  Additionally, early 
childhood administrators are now being asked to be prepared and well positioned to 
understand internal and external complexities impacting their work environments 
(Aubrey et al., 2013).  Professional development opportunities and pathways ideally need 
to address the development of effective administrators due to the influence they have on 
the quality of preschool programs (Aubrey et al., 2013; Bloom & Sheerer, 1992). 
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The early childhood landscape has changed and public demand for closing the 
school readiness gap is ever persistent.  Early childhood administrators serve as the 
primary gatekeepers to building and maintaining quality preschool programs (Sciaraffa, 
2004).  Two- and 4-year educational institutions focus on child development pedagogical 
approaches with very little attention paid to effective leadership of early learning 
programs to achieve desired outcomes for children (Early & Winton, 2001; Muijs, 
Aubrey, Harris, & Briggs, 2004; Ryan et al., 2011; Sciaraffa, 2004).  This oversight 
creates a lack of prepared early childhood administrators leading and managing quality 
programs despite increase government spending to strengthen and improve states’ early 
learning system.  Further, compounding this issue are the limited research studies 
available in the literature that address effective early childhood leadership skills and 
practices to support quality programming.  The following research questions guided this 
study.  
Research Questions 
1. What do African American early childhood administrators experience when 
transitioning from teacher to administrator? 
2. How do African American early childhood administrators describe their 
professional preparedness to lead and manage high-quality preschool programs? 
3. What are African American early childhood administrators’ perceptions about 
their competency to lead and manage high-quality preschool programs? 
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Conceptual Framework 
Researcher’s Stance 
This research study regarding African American early childhood administrators is 
grounded in ontological, epistemological, and axiological stances.  My ontological stance 
is rooted in the nature of reality and is based on a social constructivist perspective that 
multiple realities and experiences give meaning and understanding to a phenomenon 
(Creswell, 2007).  The epistemological stance is influenced by my desire to gain and 
expand knowledge in the field of early childhood education (Merriam, 2009).  I hope to 
provide insight regarding African American early childhood administrators’ experiences 
as educational leaders.  I am specifically striving to learn about African American early 
child administrators’ perceptions, beliefs, and attitudes in leading and managing high-
quality preschool programs.  Lastly, my axiological stance is driven by my desire to 
become self-aware of how my personal values, biases, and assumptions related to social 
justice and systems of inequity may shape how this phenomenon is interpreted (Creswell, 
2007).  To limit this, as the researcher of this study, I engaged in an ongoing process of 
bracketing and setting aside these values to remain objective in sharing participants’ 
perspectives and viewpoints about their experience as preschool leaders and managers.   
Since entering the early childhood education field in 1993 with a bachelor’s 
degree in child development, I have steadily progressed as an early childhood 
professional.  I have transitioned from classroom teacher, head teacher, and assistant 
administrator to lead program administrator with the sole responsibility of leading and 
managing early childhood education programs.  I achieved this endeavor without any 
formal experience or understanding of what it required to be an effective early childhood 
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administrator.  Senior leaders from various agencies believed my skills and 
competencies as a classroom teacher would transfer to meet the demands of an effective 
early childhood administrator.  I quickly found myself standing on “quicksand,” and 
slowly sinking, all while feeling a sense of inadequacy.  
My role as an early childhood administrator required I coach, mentor, and train 
teachers in best practices related to cognitive and social development.  In addition, my 
administrator role required me to become familiar with human resource practices, form 
reciprocal relationships with parents and community partners, develop fundraising 
campaigns, create strategic approaches to marketing and outreach, and oversee monthly 
and annual budgets to ensure programs remained fiscally solvent and viable.  
As an early childhood administrator of color, I found there were very few like me 
from diverse backgrounds that I could relate to in my field.  I am native of Oakland, 
California and was raised in a community surrounded by a cycle of poverty where 
government aid was the primary source of income for many residents, including myself.  
My neighborhood was filled with both drug dealers and users alike.  Daily crimes of 
violence served as a reminder that one’s personal safety was always at risk.  Children 
born in my neighborhood also faced these lived realities as a part of their daily existence.  
I now draw on my personal anecdotes of childhood adversity and my concerns for young 
children growing up in similar environments throughout California in the environments 
where I work.  My expressed sentiments to my peers in the field of early care and 
education are usually met with mixed emotions of both sympathy and apathy.  The idea 
of improving community conditions that perpetuate an epidemic of poverty, crime, 
teenage pregnancy, staggering high school dropout rates, and prolific drug use appears 
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idealistic and, quite simply, to be an unrealistic task, surely not to be cured by 
providing quality early learning experiences for our youngest citizens.  
Throughout my journey as an early childhood administrator, accesses to 
educational and professional development opportunities to improve competencies were 
sparse and costly.  My non-profit employers generally did not cover expenses for me to 
attend external trainings.  I realized it was up to me to create my own pathway as an early 
childhood administrator if I were to develop the necessary competencies to be effective in 
my role.  This was a very personal journey that has been and continues to be guided by 
my interests, intuition, and awareness of professional development opportunities 
accessible in my early childhood education.  
Conceptual Framework 
Research indicates early childhood administrators are unprepared to meet the 
multitude of demands required to be effective in their role to build and lead quality early 
learning programs (Aubrey et al., 2012; Bloom & Sheerer, 1992).  Understanding how 
unique factors influence successful early childhood administrators’ educational and work 
experience backgrounds, their competencies, and the access to quality leadership 
programs may provide the early childhood education arena and interested stakeholders 
with a strong foundation for developing effective leadership and development programs. 
The conceptual framework for this research investigation, as illustrated in Figure 
1, is supported by three research streams based on theory, research, and practice.  The 
framework helped inform this research by offering an understanding of the factors, 
context, and conditions under which early childhood administrators succeed to develop.  
These three streams of literature include early childhood administrators’ role, social and 
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political influences of early childhood education reform, and the Critical Race Theory 
within the context of structural inequality. 
 
 
Figure 1. Conceptual framework outlining the three research streams. 
 
 
 
The three areas serve as a systematic map for understanding the dynamic and ever 
growing challenges faced by leaders in the early childhood industry.  The field will not be 
positioned to improve desired child outcomes for young children, as revealed by the 
literature, if there is no standardized career pathway or pipeline to build effective 
leadership and management capacity.  The review of literature in Chapter 2 provides a 
framework for informing this research and understanding the unique experiences and 
needs of diverse populations of early childhood administrators. 
Early childhood administrators’ role.  Historically, the quality of preschool 
programs has been narrowly measured by classroom learning environments inclusive of 
•Bloom & Talan 
(2004 & 2008)
•Karoly (2012)
• Ryan, Whitebook,   
Kipnis, & Sakai 
(2012)
ECE Administrators’ 
Role: Quality Early 
Learning Programs 
•Goffin & Washington 
(2003)
•Lowenstein (2011)
•Miller & Smith 
(2011) 
Social and political 
influence of early 
childhood reform
•Ladson-Billings 
(2009)
•Closson (2010)
•Wright (2011)
Critical Race Theory
(Structural Inequality)
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classroom instruction and adult-child interactions.  There has been very little emphasis 
given to assessing leadership and administrative practices and their relationship to desired 
outcomes for preschool children.  Maintaining and sustaining quality learning 
experiences for children rely on early childhood administrators’ ability to develop 
organizational systems to meet this demand, comprising both leadership and management 
practices (Bloom & Talan, 2004).  The California Early Learning Quality Improvement 
System (CAEL QIS; 2009) report stated program administrators would need to manage 
the fiscal and legal responsibilities to serve the state’s 3.2 million children birth through 
age five years old.  
Visionary and skilled leadership is needed to help preschool programs address the 
school readiness gap and make sense of California’s early learning system and policy 
initiatives.  Research regarding early childhood leadership practices is commonly related 
to quality outcomes for children rather than studies pertaining to “qualifications and 
experience of child directors” (Ryan et al., 2011, para. 45).  Rarely is attention given to 
how early childhood administrators operate in their role as leaders and managers of 
preschool programs.  Studies are typically conducted based on individual centers rather 
than a broad view of early childhood administrators coming from various types and 
scopes of early learning settings (Ryan et al., 2011).  
Social and political influence on early childhood reform.  According to Karoly 
(2012), California has made a significant public investment in financing its early 
childhood system, yet there is no clear evidence such efforts have conclusively led to 
improving the state’s workforce.  California’s early learning system consists of varying 
types of preschool programs to include federally funded Head Start, state funded 
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preschools, family childcare, and private for profit organizations.  Ensuring high-
quality preschool programming is contingent on differing governance structures, funding 
streams, program standards and philosophical approaches (e.g., High Scope, Reggio 
Emilia, Montessori, and Waldorf).   
In the last several decades, the early childhood field has changed and preschool 
education is perceived as a public good (Goffin & Washington, 2003).  Miller and Smith 
(2011) and Lowenstein (2011) explained the social and political drive for quality 
preschool is focused on children having equitable access to early learning experiences, 
especially those from low socioeconomic backgrounds.  Early education is considered an 
economic issue whereby over 60% of mothers with young children work outside of their 
homes.  This results in more than 60% of children participating in preschool programs.  
In light of recent national- and state-led early childhood reform efforts, competent 
early childhood leaders are needed to ensure children are prepared to enter kindergarten 
and succeed (McCormick Center for Early Childhood Leadership, 2014).  The Obama 
administration has laid claim to raising the bar for early education and a part of doing so 
entails preparing the early childhood education workforce by training and retaining 
teachers, providers, and administrators (U.S. Department of Education, 2014). 
Critical race theory.  De Lair and Erwin (2000) challenged the unexplored role 
and social constructs of race and ethnicity in early childhood education paired with other 
tenets to include feminism, social class, gender, and sexual orientation.  Critical Race 
Theory (CRT) explores these constructs more in-depth as it is founded in the discipline of 
law and politics derived from critical legal studies.  Taylor (1998) defined CRT “As a 
form of oppositional scholarship, CRT challenges the experiences of whites as the 
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normative standard and ground its conceptual framework in the distinctive experiences 
of people of color” (p. 122).  Ladson-Billings (2009) introduced the concept of CRT in 
education during the late 1990s as a lens for analyzing the field of education from 
different perspectives.  Society’s dominant power structure treats indifference in a 
manner at times that may marginalize the voices of those from lesser groups or, in the 
case of this theoretical frame, people of color.  The applied theory of CRT in education 
helps to analyze covert and overt acts of inequality, racial subordination, and systemic 
disempowerment that exist in education (Closson, 2010).  Closson (2010) contended that 
CRT provides a framework for examining perpetual racism and its relationship to 
schooling, specifically as it pertains to higher education and adult education.  There is 
limited review and application of CRT in analyzing adult education.  Sound and 
grounded epistemology of adult education, race/racism, and its connection to preparing 
adult practitioners became a point of legitimate discourse in 2000 (Closson, 2010).  
This recent unveiling of race in adult education is a new phenomenon and has 
provided an analysis for the lack of success of people of color (e.g., African Americans) 
(Closson, 2010).  While CRT is often situated in analyzing law, policy, and institutions, it 
also supports examining social structures in order to make systemic change, which is 
often captured in Africentrism worldviews (Colin & Guy, 1998).  De Lair and Erwin 
asserted there are many voices and perspectives that lie outside the dominant paradigm in 
the early childhood education field.  This includes individuals from various backgrounds, 
cultures, ethnicities, languages, economic groups, and sexual orientations.  The 
intersection of culture and ethnicity are factors ever present in educational environments 
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for both young children and adults and influences the value placed on it accordingly 
(De Lair & Erwin, 2000). 
Definition of Terms 
At-risk 
Students who are low academic achieving students who are not experiencing 
school success and in jeopardy of dropping out (Donnelly, 1987) 
Early learning programs  
State licensed or regulated programs that provide early care and education for 
children birth to kindergarten, operated by centers or homes regardless of funding 
source (U.S. Department of Education, 2011) 
ECE  
ECE refers to early childhood education (Cryer, 1999). 
Kindergarten readiness  
Kindergarten readiness is used interchangeably with school readiness regarding 
how prepared a student is on a prescribed set of knowledge, understanding, and 
skills (Cox, 2008, p. 53). 
Preschool children  
Preschool children are children between the ages of 3 and 6 years old and have 
not yet entered formal schooling (Bodrova & Leong, 2003). 
Quality Rating Improvement System (QRIS)  
A Quality Rating and Improvement System (QRIS) is a set of tools to collect and 
disseminate information about, as well as improve the quality of, early learning 
programs.  They are based on a set of standards that describe the requirements 
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center- and home-based early learning programs must meet in order to qualify 
to participate in a QRIS system (Ch1ldren Now, n.d.)  
School readiness  
School readiness describes young children’s successful development of cognitive, 
social and emotional, and physical development to include their positive attitude 
toward learning (Maxwell & Clifford, 2004). 
Transitional Kindergarten  
A transitional kindergarten is the first year of a two-year kindergarten program 
that uses modified kindergarten curriculum that is both age and developmentally 
appropriate (Ch1ldren Now, n.d.). 
Assumptions and Limitations 
A few assumptions regarding this study as it relates to African American early 
childhood administrators include the following: 
• ethnicity/race played a factor in their experience as educational leaders;  
• knowledge gained as result of the study will expand and add value to existing 
literature about this phenomenon; and  
• participants were open to lending their voices about a sensitive topic that is 
unique to their personal and collective experiences. 
As society continues to mitigate social injustices of the past by adopting policies, 
practices, and engaging in open and judgment-free dialogue about acceptance of 
diversity, ethnicity, and race, it becomes less of an issue with time.  Although race 
impacted the researcher’s educational endeavors as an African American during the last 
four decades, it was not an issue unless she explicitly experienced overt discrimination 
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and prejudice.  It was assumed that by conducting this study, the unheard voices of 
African American early childhood administrators would provide a new context and lens 
of understanding that does not currently exist in the literature.  Furthermore, it is believed 
this new context will move educational leaders and policymakers alike to adopt policies 
and practices to support this population’s professional development journey.  Lastly, it 
was uncertain if participants would be willing to share their experiences about 
ethnic/racial injustices that they may have experienced first-hand.  The issue of 
ethnic/racial inequality can be a very personal, emotional, and sensitive topic to come to 
terms with and doing so during an individual one-on-one interview and/or in a focus 
group interview session may have proven to be unpredictable and challenging. 
A limitation of the study was the small sample size of interviewing nine 
participants and generalizing the findings and practical application to the larger 
population of African American early childhood administrators on national, statewide, 
and local levels when the study was geographically limited to northern California.  It was 
also important for the researcher to consider the busy nature of early childhood 
administrators as they often face working long, extensive hours with multiple and 
competing demands in operating their programs (e.g., covering varying work shifts for 
teachers, attending unanticipated parent meetings, or adhering to pressing agency 
deadlines).  It was anticipated challenges may arise with participants being able to keep 
to scheduled meeting times.  To help mitigate this challenge, the researcher conducted 
follow-up telephone calls and sent email reminders one to two weeks prior to the 
scheduled interview.  The researcher remained flexible in rescheduling interviews when 
needed while holding to completing the study in a timely manner.  Additionally, the 
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design entailed utilizing the same participants for both the individual one-on-one 
interviews and the focus group interview session.  The researcher anticipated potentially 
encountering data saturation with participants feeling like the interview questions were 
similar in nature.  To diminish data saturation and address this potential challenge, the 
researcher designed a different set of questions for the one-on-one interview and focus 
group protocol.  
Summary 
According to recent research, California is facing a significant achievement and 
school readiness gap for many of its most vulnerable students.  Recent studies suggest 
increasing access to quality preschool programs for all students can play a significant role 
in reducing the learning gap for at-risk children.  Early childhood programs face a huge 
challenge in developing leaders to successfully lead this charge.  There are few leadership 
development programs whose primary focus is to develop early childhood administrators 
that are able to successfully lead and manage high-quality early learning programs.  
These programs also lack ethnic diversity in leadership positions, creating an additional 
hurdle in developing successful programs and reducing the achievement and school 
readiness gap.  This study focused on best practice approaches and explored the essential 
skills, competencies, and abilities necessary to be an effective early childhood 
administrator.  
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Chapter 2: Literature Review 
Introduction to Chapter 2 
As described in Chapter 1, the purpose of this phenomenological study was to 
explore African American early childhood administrators’ perceptions, attitudes, and 
beliefs about their professional development preparedness to lead high-quality preschool 
programs.  California continues to face a growing school readiness and achievement gap 
for students beginning preschool (Schwinhart, 2003).  Overcoming this barrier requires 
the early childhood industry to staff their programs with an experienced and skilled 
workforce capable of addressing young children’s cognitive and social learning needs 
prior to entering kindergarten (Duncan et al., 2007).  The leadership of early learning 
programs influences the quality of children’s learning experiences and child outcomes 
(Bloom & Talan, 2004).  To date, California does not have a formal career pathway to 
support early childhood administrators in developing leadership and management skills 
(Aubrey et al., 2012).  
Conceptual Framework 
Research indicates early childhood administrators are unprepared to meet the 
multitude of demands required to be effective in their role to build and lead quality early 
learning programs (Aubrey et al., 2012; Bloom & Sheerer, 1992).  Understanding how 
unique factors influence successful early childhood administrators’ educational and work 
experience backgrounds, their competencies, and access they have had to quality 
leadership programs may provide the early childhood arena and interested stakeholders 
with a strong foundation for developing effective leadership and development programs. 
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The conceptual framework for this research investigation, as illustrated in 
Figure 2, was supported by three research streams based on theory, research, and 
practice.  The framework helped inform this research by offering an understanding of the 
factors, context, and conditions under which early childhood administrators succeed.  
These three streams of literature included early childhood administrators’ role, social and 
political influences of early childhood education reform, and the Critical Race Theory 
within the context of structural inequality. 
 
 
Figure 2. Conceptual framework outlining the three research streams. 
 
 
 
These three areas served as a systematic map for understanding the dynamic and 
ever growing challenges faced by leaders in the early childhood industry.  The field will 
not be positioned to improve desired child outcomes, as revealed by the literature, for 
young children if there is no career pathway or pipeline to build effective leadership and 
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management capacity.  The review of literature in Chapter 2 provides a framework for 
informing this research and an understanding of the specific experiences and needs of 
African American early childhood administrators. 
The first stream sought to review theory, research, and practice to better 
understand how administrators adequately support children’s social and cognitive 
development.  Administrators’ abilities to act in their role and perform it well rely on 
their educational attainment, work experience, and career pathways as well as their access 
to leadership development programs (Karoly, 2012).  The second stream considers the 
social and political climate of early childhood education reform and its relationship to 
California’s newly initiated quality rating improvement system.  The federal government 
has awarded funds to support individual states in building a comprehensive quality rating 
improvement system to ensure children are receiving effective early learning experiences 
that lead to successful transition to kindergarten with the goal of closing the achievement 
gap (U.S. Department of Education, 2013).  Given the challenges faced by early 
childhood administrators of color, the third stream offers a closer exploration of the 
Critical Race Theory.  Critical Race Theory may play a pivotal role in explaining issues 
of inequity and may shed light on underlying structural inequality of who is most likely 
to gain access and participate in professional development activities in California (De 
Lair & Erwin, 2000; Landson-Billings, 2009). 
Literature Review 
ECE Administrators’ Role 
Administrators’ preparation and relationship to quality programs.  As more 
children are cared for outside their homes and the school readiness and achievement gap 
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continues to expand, the call for quality education is essential to children’s growth and 
development as well as to society as a whole (Catron & Groves, 1999; Karoly & 
Bigelow, 2005).  Catron and Groves (1999) stated, “The effective preparation of child 
care administrators directly impacts program quality and enhances the ability to meet the 
multifaceted challenges facing the field of early childhood education” (p. 183).  Effective 
administrators must balance supporting early learning experiences as well as leadership 
and management areas related to “marketing and evaluation techniques, public relations, 
legal issues, staff training and development, family counseling, community services, and 
public policy” (Carton & Grove, 1999, p. 183).  Early childhood administrators are 
responsible for leading and managing preschool programs and teachers who provide 
direct instruction to children.  There is limited data available illustrating the relationship 
between administrators’ characteristics and the quality care teachers provide in the 
classroom setting (Carton & Grove, 1999).  The question remains: How is California 
preparing early childhood administrators to lead and manage quality preschool programs?  
Karoly (2012) conducted a multi-year study that shaped policy in California.  
Based on study responses, it appears that California’s early care and education workforce 
professional development system strives to provide resources and professional growth 
activities that correlate to improving children’s growth and development, however they 
continue to struggle.  The study’s findings indicated that the majority of the ECE 
workforce does not possess the desired skills and knowledge to be effective in addressing 
this goal.  Although California has engaged and employed many efforts to design and 
build a comprehensive early learning system, additional endeavors are needed to fulfill 
this objective (Karoly, 2012). 
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The recent attention regarding effective ECE leadership practices for 
administrators has increased based on government funding to improve desired outcomes 
for young children in preschool settings.  Young children’s pre-academic abilities 
determine later school success (California Department of Education, 2010).  However, 
according to Aubrey et al. (2013), limited studies have been conducted linking early care 
and education administrators’ practices to leadership “processes and outcomes” (Aubrey 
et al., 2013, p. 6).  This is similar to findings of Catron and Groves (1999).  Many of the 
previous early childhood leadership studies have relied on public school leadership 
research to draw a relationship between effective leadership practices in early childhood 
settings and the findings have been inconclusive (Aubrey et al., 2013).  
Aubrey et al. (2013) studied how a leader’s influence and selected style of 
leadership needs to be customized to match the unique situation being resolved.  This 
study examined 12 early childhood sites to gain better understanding of administrator 
leadership practices and characteristics.  The study reflected and identified early 
childhood administrators’ leadership practices and styles.  The most significant finding of 
Aubrey et al.’s (2013) study was the focus on early childhood administrators’ challenges.  
Aubrey and Harris concluded that a majority of administrators lack the ability to 
effectively make situational management decisions.  While this leadership gap was 
identified by Aubrey et al. (2013) as most problematic, Catron and Groves (1999) 
recognized other leadership and management areas as essential to being an effective 
administrator.  
Goffin and Means’s (2009) study examined several ECE leadership and 
development programs to determine how “leadership development” is understood both 
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broadly and narrowly in the field.  Surveys were administered to 15 groups drawing 
from organizations that either offered leadership development programs directly or 
indirectly.  Ninety-seven leadership and development programs were identified by those 
who completed the survey.  Early childhood administrators were the largest group of 
participants (38% of the total participants).  Three areas that emerged from Goffin and 
Means’s (2009) study regarding early childhood administrators’ focused on leadership 
development included: (a) early childhood administrators’ ability to support teacher 
preparation, (b) program improvement, and (c) leadership skill development.  Goffin and 
Means found that early childhood administrators gave particular attention to teacher 
preparation supported by coaching and mentoring those who were working toward 
completing their teacher credentials and degrees.  Program improvement entailed 
supporting early childhood administrators completing an accreditation process or quality 
improvement project and using child-centered organizational assessment to decide on 
program improvement areas.  The third finding emphasized the importance of improving 
“leadership skill development” with an emphasis on management and learning the art of 
motivating others to complete a job or shared goal (Goffin & Means, 2009).  
The strength of Goffin and Means’s (2009) study was their effort to gather 
quantitative data regarding leadership development and where the value of program 
quality is being placed.  The study relied solely on self-reported surveys.  What is still 
needed is an objective source of empirical data that informs the field about the essential 
areas of leadership development programs that should be addressed in early childhood 
administrators’ preparation programs. 
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Social and cognitive development.  Quality early learning experiences are 
centered on two domains of preschool learning, social and cognitive development 
(Duncan et al., 2007).  Duncan et al. (2007) sought to identify specific school readiness 
domains that act as predictors of later school achievement.  The hope was that newly 
recognized learning domains would be added to what is already known about early 
learning skills.  By deconstructing what constitutes “school readiness” and the skills that 
predict “school achievement,” the authors addressed cognitive (e.g., reading, math) and 
social (attention to a task and interpersonal skills needs) needs of children transitioning 
from preschool to kindergarten. 
According to Duncan et al. (2007), social and cognitive domains are said to have 
equal value in the school readiness process and were investigated through a meta-analysis 
process using six longitudinal data sets.  Duncan et al. (2007) found that early math 
proved to be a strong predictor of later academic achievement, followed by reading.  
Attention skills showed moderate results for supporting school readiness.  Social 
behaviors could not be easily isolated; hence, they did not consistently correlate to later 
achievement.  The range of environmental factors and influences makes it challenging to 
associate social behaviors to later achievement.  This study confirmed that cognitive 
development supports school readiness, but interestingly, it raised questions about the 
role of social skills in supporting children’s learning.  Duncan et al. (2007), however, 
concluded that reading and math, as well as attention-related skills, are critical to early 
learning skills and should be the focus of early learning programs to prepare children for 
kindergarten.  
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ECE administrators’ educational and work experience pathways.  Sustaining 
a stable and educated workforce in early childhood education (ECE) centers can be 
difficult, as evidenced by Whitebook and Sakai’s (2003) study.  Based on interviews with 
149 teachers and 71 directors in 1996 with follow-up in 2000, Whitebook and Sakai 
found that half the participants had left their centers over this 4-year period due to low 
wages.  Occupational turnover rates are negatively associated with lower quality.  The 
researchers determined that turnover rates of 10% or less were related to high-quality 
program characteristics.  Herzenberg, Price, and Bradley (2005) examined a 22-year data 
set and discussed the steady decline in the early childhood workforce from 1979 to 2004.  
In 2004, there were 2.1 million early childhood educators.  Early childhood 
administrators comprised 3% of this population, equal to 74,325 of the total workforce.  
The role of ECE administrators is to lead, supervise, and manage the workforce.  The role 
requires possessing adequate skills, abilities, and competencies to meet this demand 
(Herzenberg et al., 2005). 
Herzenberg et al. (2005) were among the first researchers to extensively track the 
educational achievement of ECE teachers and administrators.  These findings likely 
helped determine how the field addresses retaining and educating a viable workforce that 
is prepared to meet the goals of providing rich educational experiences for young 
children, resulting in long-lasting positive social and academic gains.  The study, 
however, did not attempt to obtain ethnic, racial, or linguistic demographic data to 
explain in detail if any particular target group(s) within the ECE workforce is of more 
concern than another as it relates to professional preparation.  It also did not examine 
gender differences or trends, but it did highlight the decline of education in the ECE 
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workforce in comparison to other female-dominated industries.  This study provides a 
broad profile of the early childhood workforce. 
The McCormick Tribune Center for Early Childhood Leadership Corporation 
(2008) sought to understand the profile of the ECE workforce.  Four hundred ECE 
administrators in Illinois were surveyed using the Director Survey.  The survey requested 
ECE administrators respond questions in four key areas: (a) center profile information, 
(b) staffing demographics, (c) opportunities for professional development, and (d) 
personal information about the center director.  Out of the 400 directors surveyed, two-
thirds held a bachelor’s degree and one-third possessed a master’s degree.  Directors 
between the ages of 40 and 59 years were more likely to have higher levels of education 
than younger directors between the ages of 20 and 39 years.  In addition, three-fourths of 
the directors were white and 99% were female.  The average salary of directors was 
$18.19 per hour ($37,835 annually).  
The data furthermore revealed 296 directors attained their Illinois Director 
Credential (IDC).  Directors received an IDC at one of the three levels (Level I, Level II 
or Level III).  Approximately one-third attained an IDC at each of the levels.  Directors 
were asked to name the most important support in obtaining a director's credential.  Over 
half the respondents indicated tuition reimbursement and one-third stated paid release 
time or scholarships.  Comments documented from the directors also revealed assistance 
was needed with identifying leadership development programs and class requirements 
necessary for completing a credential (McCormick Tribune Center for Early Childhood 
Leadership Corporation, 2008).   
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Although, this report collected ethnic, racial, and linguistic data for subgroups, 
the findings for directors were not shared other than a brief mention of Whites 
comprising three fourths of the Illinois ECE workforce.  It is assumed the remaining one-
fourth of the director population comprised minority ECE administrators.  The lack of 
data for ECE administrators from diverse backgrounds is considered a gap and weakness 
in the study (McCormick Tribune Center for Early Childhood Leadership Corporation, 
2008). 
Larkin (1999) conducted a multiple case study of 16 preschool directors in 
Boston.  The study explored common characteristics of ECE administrators’ roles across 
organizational types and analyzed their professional journeys from teacher to 
administrator.  Early care and education administrators were asked to identify the skills 
they felt were critical to their role.  The ECE administrators in this study indicated 
budgeting, communication, and leadership were essential skills.  
This study implied work experience was more favorable than education 
credentials when hiring ECE administrators.  The ECE administrators stated transitional 
supports are needed to cope with the daily administration of ECE programs.  These 
supports included access to director-mentors, hiring assistant ECE administrators for 
operational support, a clear and well-written job description, previous experience as a 
classroom teacher, and having a network of peers. 
The strength of this study was its qualitative design in collecting administrative 
data of ECE administrators’ perceived role.  The perspectives of several ECE 
administrators were reflected using an ethnographic face-to-face interview approach.  
The weakness of the study is the organization and development of emerging themes.  
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Some of the participants’ responses did not support the empirical data emphasized by 
the overarching theme.   
Training.  The quality of early care and education programs has been related to 
staff training.  Unfortunately, many administrators became ECE administrators with 
minimum to no formal training in administration practices.  Many administrators received 
administrative degrees or certification while simultaneously holding positions as 
administrators (Sciaraffa, 2004). 
Mullis, Cornille, Mullis, and Taliano (2003) examined training opportunities, 
work environment, and job satisfaction of ECE administrators.  Questionnaires were 
distributed to ECE centers in 67 Florida counties.  A total of 2,650 centers were selected 
for the study and 310 directors returned and participated in the study.  Comparison data 
between for-profit and non-profit were used in the analysis.  One influence of program 
quality was the work setting itself.  The average turnover rates for ECE administrators in 
2000 peaked at 21% according to the Center for the Child Care Workforce.  This was due 
in part to the demands of a “pressure-filled” work climate due to limited resources, 
budget constraints, high teacher turnover rates, and dealing with daily conflict among 
staff leading to emotional exhaustion.  Furthermore, these conditions were compounded 
with lack of experience and specialized training in administration to effectively manage 
early learning programs.   
Mullis et al. (2003) concluded that training is a key predictor of achieving 
program quality in early learning programs.  The authors of the study indicated that it is 
not sufficient to merely offer training, but to ensure the training conducted is one of 
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quality and emphasizes program areas related to principles of program administration, 
staff management, and group dynamics. 
The strength of this study was uncovering the pressures and stresses 
administrators face in managing the daily operation of early learning programs.  It is an 
environment that often feels overwhelming for ECE administrators coupled with 
competing daily organizational mandates and demands, especially for those without a 
formal leadership background.  A concern of this study was the relevancy of including 
demographic data related to directors’ marital status and the number of children they care 
for outside their workplace.  Such use of these data may lend itself to favorable or 
unfavorable biases depending on the purpose of the study.  In analyzing these findings, it 
is important to remember that administrators set both the workplace climate for adults 
and the educational climate for young children (Mullis et al., 2003). 
ECE administrators’ competencies.  Selplocha (1998) conducted a qualitative 
multi-case study to discover the personal values and traits held by six administrators.  
These values and traits were identified and are illustrated in Table 1.  They are considered 
to be successful ECE administrator traits that can be incorporated when developing an 
effective ECE leadership program. 
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Table 1 
Traits of Effective Administrators 
Knowledge in child development and early 
childhood education 
Leadership in vision building 
Experience in the field of early childhood 
education 
Collaboration 
Skills in leveraging resources An ethic of care 
Ownership of the program Staff appreciation 
A competent assistant who shares 
responsibility 
Great sensitivity to the voices of 
parents 
A clear focus on the goals, opportunities, 
resources, and constraints 
Actively involved with parents who 
attended the centers 
Staff development Well received by staff and parents 
Involvement in the ECE professional 
community 
Builds relationships easily with staff 
and families 
Relates well to young children Have a strong mission and a sense of 
purpose for career and the importance 
of providing quality care 
Source: Selplocha (1998, pp. 55-56) 
 
 
 
Based on Selplocha’s (1998) model, Sciaraffa (2004) conducted a narrative study 
of six early childhood administrators who effectively provided quality early learning 
programs.  Face-to-face inquiry was used to interview each participant during three 
separate occasions.  Sciaraffa replicated Selplocha's study successfully.  The overall 
drawback of this study was the researcher’s novice experience.  The researcher shared her 
attempt as a doctoral candidate that explaining complex patterns of ECE leadership 
proved to be overwhelming and complex in nature.  To fully determine patterns of 
effective ECE leadership traits, further investigation is needed to lay a stronger 
foundation regarding the impact on program quality. 
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ECE administrator access to leadership development programs.  Similarly to 
K-12 principals, ECE administrators hold the responsibility of establishing the climate for 
programs and leading classroom teachers to implement effective instructional practices.  
Directors are charged with developing and enacting standards and expectations leading to 
program quality for young children.  Many ECE administrators advanced to their 
leadership positions without formalized or specialized training in leadership practices 
(Bloom & Sheerer, 1992). 
Bloom and Sheerer (1992) explored the influence of a 16-month early childhood 
leadership program on 22 leaders (9 directors and 13 Head Start Lead Teachers).  The 
study focused on (a) participants’ level of perceived competence, (b) the quality of 
classroom teaching practices, and (c) the quality of work-life balance of employed 
program staff.  The results from the study revealed a significant increase in leaders’ 
perceptions of their knowledge and enhanced skills following the completion of the 
leadership program.  The classroom quality for a majority of the ECE administrators and 
teachers greatly improved, which was measured by the adapted version of the Early 
Childhood Observation Scale (ECCOS).  There are two limitations with the study.  One is 
the mix of lead teachers and ECE administrators and the specific roles they play in their 
programs.  Additionally, the ECCOS tool measured “quality teaching practices” but this 
does not necessarily equate to or translate to positive cognitive and social gains for 
children. 
Contrary to Bloom and Sheerer’s (1992) examination of individual ECE 
administrators, Whitebook, Kipnis, Sakai, and Austin (2012) took a closer look at the 
overall “workforce infrastructure” of the ECE field.  The workforce infrastructure 
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comprises individuals that do not work directly with children in classroom settings and 
are often employed by government agencies to support the field with professional growth 
and development.  By completing an online survey, the infrastructure workforce 
participants (1,091) identified the need for increase knowledge in specific areas (e.g., 
child development, management, and supervision) to effectively lead programs.  
A major concern for the ECE field is utilizing business leadership practices that 
do not align with the industry’s unique context.  These findings reveal at least two-thirds 
of the respondents had received their bachelor’s degree or higher.  However, participants 
reported their interest and pursuit of infrastructure workforce positions were primarily for 
financial gain and not for improving their personal professional growth and development.  
Interestingly, half the respondents did not have prior work experience with 
directly supporting young children’s growth and development.  Nonetheless, they were 
responsible for training on topics related to child growth and development (e.g., 
cognitive, social-emotional, and physical development).  This study can be utilized to 
ensure ECE administrators’ have a blend of practical work experience and program 
operation competencies to contribute to the holistic leadership development of 
administrators. 
Social and Political Climate Influence of Early Childhood Reform 
Building a comprehensive early learning system primarily benefits children at risk 
of failing academically and in life.  An effective and integrated infrastructure is needed to 
support children’s learning during the preschool years when long-term brain development 
occurs and quality learning environments can further impact children’s development for 
the better (Governor’s State Advisory Council on Early Learning and Care, 2013; 
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Whitebook et al., 2012).  Learning challenges are detected as early as 18 months.  
Experts in the field have observed that early vocabulary gains are at a minimum for 
young children from low-socioeconomic backgrounds as compared to their counterparts 
from higher socioeconomic homes and are illustrated in Table 2 (Hart & Risely, 1995).  
Forty-two children in this longitudinal study were evaluated by both a pre-test and post-
test and were observed mirroring similar vocabulary usage percentages as their parents.  
These findings reflect that children are influenced by their environments and there is a 
correlation to their learning gains.  
 
Table 2 
Families’ Language and Use Differ Across Income Groups 
 Families 
Measures & Scores 13 Professional 22 Working-class 6 Welfare 
 Parent Child Parent Child Parent Child 
Protest score 41  31  14  
Recorded vocabulary size 2,176 1,116 1,498 749 974 525 
Average utterances per hour 487 310 301 223 176 168 
Average different words per hour 382 297 251 216 167 149 
Source: Hart & Risely (1995, p. 3) 
 
 
 
Children who enter kindergarten with these differences tend to remain behind 
throughout their educational careers and contribute to the school readiness and 
achievement gap, jeopardizing lifelong success (Duncan et al., 2007).  Herzenberg et al. 
(2005) reported findings from a 40-year longitudinal study that ascertained that readiness 
for school at age five was increased by 40% when instructed by skilled and qualified 
staff.  Figure 3 reflects the outcomes of this study based on the comparison of the 
preschool group exposed to basic preschool experiences (e.g., non-experimental) and the 
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control group that received high-quality learning experiences from educated staff (e.g., 
experimental). 
 
 
Source: Schwinhart (2003, p. 3) 
 
Figure 3. Perry Preschool Project: Outcomes for preschool children. 
 
 
 
The study evidences positive gains in multiple areas to include kindergarten readiness, 
commitment to school by age 14, basic achievement in secondary schooling leading to 
high school graduation, income earnings of $20,000 and above by age 40, and less likely 
to be arrested by age 40.   
According to Miller and Smith (2011), the social and political climate of early 
childhood reform has reached a heightened state of attention with pressure from 
policymakers to increase accountability and alignment of a comprehensive early learning 
system.  This system is supported by a mix of funding streams based on private tuition 
fees as well as local, state, and federal funds.  With 64% of mothers of young children 
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employed and 63% of children spending significant time in preschool environments, 
preschool education has become a social, political, and economic issue for the United 
States (Lowenstein, 2011).  The ECE industry provides both educational services directly 
to children and workforce support to America’s families to meet their employment needs.  
Preschool enrollment rates have steadily increased since the mid-1960s with the 
establishment of Head Start in 1965, a federally funded preschool program targeted to 
children from low-income backgrounds (Barnett, 2010; Hustedt & Barnett, 2011; 
Mashburn et al., 2008).  Approximately three quarters of 4-year-olds who attended 
preschool entered kindergarten in 2005 (Hustedt & Barnett, 2011).  Lowenstein (2011) 
stated family income earnings are not a major determinant in that most children 5 years 
old and under spend an average of 36 hours per week in ECE settings.  Interestingly, 
children from low-income homes are more likely to be cared for by relatives than in 
formal ECE settings and have the most to gain from quality early learning settings.   
Quality preschool programs offer an opportunity to improve student outcomes and 
gains for children when they enter kindergarten.  Access to quality early learning settings 
is considered an equity issue that levels the playing field for children from low-
socioeconomic backgrounds (Mashburn et al., 2008; Miller & Smith, 2011).  
Furthermore, these learning outcomes and gains (e.g., cognitive and social emotional) 
acquired during the preschool years are expected to lay a strong foundation for narrowing 
the school readiness and achievement gap and promoting lifelong success as they 
complete subsequent grade levels (e.g., K-12).  This is especially evident for children 
from low-income communities (Lowenstein, 2011; Mashburn et al., 2008; Miller & 
Smith, 2011).  Access, therefore, to “quality” learning environments is essential to this 
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overarching goal and the well-being of this population of students (Mashburn et al., 
2008; Miller & Smith, 2011).  Mashburn et al. (2008) and Miller and Smith (2011) 
question what is meant by the term “quality” or “high quality,” as there is no single or 
universal definition in the field to date to describe such ECE settings along a level of 
continuum.  Some ECE experts refer to quality as the structural design of the classroom 
while others define it as adhering to minimum standards related to infrastructure 
characteristics such as class size ratios and teacher qualifications.  
The increased social and political pressure has caused elementary school 
principals to assume a new role in educating young children as a strategy for narrowing 
the early achievement gap (NAESP Foundation, 2010).  The National Association of 
Elementary School Principals Foundation (NAESP) convened a taskforce of stakeholders 
in 2010 to discuss strategies for building an aligned early learning system.  The task force 
examined the educational support resources for children preschool (age 3) to third grade 
(age 8) that led to desired educational outcomes.  The task force deconstructed the 
complex weave of federal, state, and local policies and practices and discovered there is 
no coherent system in the ECE field that aligns governance, funding, standards, or 
implementation when meeting quality improvement mandates.  For example, 
prekindergarten to third grade is supported by the U.S. Department of Education, the U.S. 
Department of Agriculture, the U.S. Department of Health and Human Services, and 
Centers for Disease Control and Prevention and includes a host of additional local, state, 
and federal policies. 
The 2001 No Child Left Behind (NCLB) Act required primary and secondary 
schools to achieve desired learning outcomes for students.  This primary and secondary 
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accountability system expanded President Obama’s Race to the Top Early Learning 
Challenge initiative (U.S. Department of Education & U.S. Department of Health and 
Human Services, 2011).  President Obama’s initiative funded early education by 
investing $75 billion for the next 10 years to states that will provide universal preschool 
for 4-year-olds whose families earn below 200% of the poverty line (U.S. Department of 
Education, 2013).  A key aspect of the initiative is to support professional growth and 
development for both ECE administrators and teachers. 
Research studies have validated that program quality and student learning 
outcomes increase with qualified staff.  The nation’s youngest student population relies 
on quality early learning experiences as a foundation for “kindergarten readiness” and 
later academic achievement (National Women’s Law Center, 2011).  Goffin and 
Washington (2008) noted there has been a drastic change in the field of ECE for the last 
several decades.  
1. Early care and education has risen in esteem as a public good. 
2. Early care and education has become politicized. 
3. Early care and education is expected to produce results. 
4. Early care and education must organize itself as an effective delivery system. 
5. Early care and education lacks the capacity to meet the public’s expectation.  
Within this climate, ECE administrators must consider how prepared they are to address 
and meet the demands noted above.  The largest gap related to professional preparedness 
is access to research-based leadership and development programs. 
New realities exist in the ECE field today.  There is a call for further improvement 
in program quality in light of a highly volatile social and political climate paired with a 
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lack of access to financial resources.  The recent publication of the California Early 
Learning Quality Improvement System Advisory (2009) committee interim report called 
for the creation of a 13-member advisory committee to develop a new quality rating 
system for early learning programs.  The development of a new rating system is widely 
supported by a host of child advocacy organizations, educators, and civic groups.  This 
committee has been charged with assessing the current infrastructure of California's early 
care and education system.  
The previous California State Superintendent Jack O'Connell developed the P-16 
Council in 2007 to address the ever-growing and ever-present achievement gap.  One of 
the goals of this group was to examine and develop a high-quality preschool system in 
conjunction with other early learning programs.  Governor Schwarzenegger issued an 
Executive Summary (S-23-09) to institute the California State Advisory Council on Early 
Childhood Education and Care.  The formation of this council made California eligible 
for federal funds available through the American Recovery and Reinvestment Act to 
support improvement in early care and education.  The CAEL QIS (2009) report defined 
key features of quality relating to child outcomes: 
• Sufficient numbers of well-trained, qualified, and compensated teachers to 
provide individualized attention to young children 
• A rich learning environment where teachers interact responsively with children 
and help develop their social-emotional, thinking, and language skills 
• Involving families and providing services in a culturally and linguistically 
responsive manner 
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• Program directors who understand child development; provide leadership and 
recruit, train, and support staff; and manage the fiscal and legal responsibilities 
• A curriculum or plan of activities that engages young children, is based on 
research and age appropriate expectations, and is aligned with state education 
policy 
• Commitment to continuous quality improvement based on positive outcomes for 
children served. (p. 6) 
Early childhood administrators will be assessed according to their ability and 
competency to achieve the indicated child and family outcomes listed above.  Even more 
challenging is meeting the needs of a diverse demographic group of young children 
between birth and age five.  According to CAEL QIS (2009), California currently serves: 
• 3.2 million children birth through five years old 
• 52% of births in 2008 were Latino, 27% white, 6% Asian, and 5% black 
(California Department of Public Health)  
• 42% under age five have minimal exposure to English at home 
• Current trends imply half of the childbirth to age five will receive free or reduce 
lunch upon kindergarten entry. (p. 2) 
These children may become victims of the achievement gap due to poor quality 
educational experiences beginning in preschool.  Intervention methods such as building a 
comprehensive quality early learning system can mitigate this growing problem (CAEL 
QIS, 2009).  The demographics of California's youngest students nearly mirror the ECE 
workforce, unlike those in the K-12 system.  The CAEL QIS is charged with defining the 
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ECE workforce and educational qualifications for specific positions and roles.  One 
aspect of this effort is to develop a criterion to assess administrative policies and practices 
encompassing leadership development, professional development, and program 
evaluation (CAEL QIS, 2009). 
Critical Race Theory 
Critical Race Theory (CRT) in academia is based on the premise that subordinate 
groups have been marginalized and lack access to educational opportunities afforded by 
mainstream society based on race, racism, and educational policies that continue to create 
and perpetuate social inequalities and disparities in the K-12 and early education system 
(Closson, 2010; Su, 2007; Wright, 2011).  Ladson-Billings (2009) argues this way of 
functioning is a normal part of society’s social construct and is embedded in everyday 
culture to the extent it is widely accepted and rarely detected, deconstructed, or 
challenged.  This is also evident in the adult education arena as it pertains to students, 
practitioners, and faculty (Closson, 2010).  An awareness of race consciousness in 
educational practices and policies is needed to transform educational settings.  
The historical and theoretical framework of CRT found its place in the 1970s 
among legal scholars following their active involvement with the civil rights movement.  
The CRT framework serves as a lens of assessment and analysis of modern laws and 
political structures derived from “power relationships” that influence the treatment of 
people of color (Ladson-Billings, 2009).  The CRT dialogue entered educational 
discourse in the mid-1990s to promote social justice and equity in the educational field 
(Ladson-Billings, 2009).  Additionally, in 1998 Ladson-Billings published, “Just What is 
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Critical Race Theory and What’s It Doing in a Nice Field Like Education,” furthering 
the dialogue (Ladson-Billings, 1998). 
CRT may be instrumental in understanding how ECE administrators from diverse 
backgrounds lack equal access to quality education, work experience, and training to 
perform their role.  According to Wright (2011), the public is in need of a better-educated 
workforce and career pathways to promote a high-quality early learning system.  
Additionally, there is a need to create educational groups that mirror the socioeconomic 
diversity of families and children across areas related to “race, ethnicity, and social class” 
to build capacity in the early education workforce (p. 255).  Understanding the influence 
of race is fundamental to deconstructing the social inequities in the ECE field (De Lair & 
Erwin, 2000).  The underlying question is how does equal access to professional 
development opportunities affect the career pathways of ECE administrators from diverse 
backgrounds?  According to Volkers (2012), CRT research is framed and defined by the 
following six tenets aimed at issues of equity, globalization, colonization, and education: 
(1) It promotes the centrality of race and the notion that racism is endemic to 
American culture and society. 
(2) It challenges the traditional claims of neutrality, objectivity, meritocracy, and 
color-blindness as those camouflaging the self-interest, power and privilege of 
dominant groups in American society. 
(3) It interrogates the deeper meanings that underlie contemporary social 
problems through contextual and historical analysis. 
(4) It is interdisciplinary-in particular, critical race studies in education are often 
influenced by different epistemological traditions. 
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(5) It recognizes the experiential knowledge of people of color is critical to 
unveiling and ultimately transforming racial oppression. 
(6) It works toward the elimination of racism as part of a larger goal to eliminate 
all forms of oppression. (p. 13) 
There is a need to create leadership capacity within the ECE field to support 
workforce goals and offering quality early learning experiences to all preschool children, 
especially those from diverse socio-economic and cultural backgrounds at-risk of 
academic failure (Howes, 2008; Miller & Smith, 2011).  Researchers suggest teacher 
demographics ideally should mirror the preschool population of the children they serve 
and arguably a case can be made for early childhood administrators to align their 
practices to be culturally responsive to meeting the community needs of the children and 
families served in preschool programs (Sanders, Deihl, & Kyler, 2007).  Building cultural 
capacity addresses the psychological, social, cultural, spiritual, and biological needs of 
children and families.  This is important in helping and children and families successfully 
navigate through the preschool journey as they prepare for kindergarten.  The diverse 
makeup and composition of early childhood administrators offers the field social value as 
well as cultural and human capital in an industry that serves a heterogeneous population.  
The ECE workforce is charged with laying a strong foundation for young 
children’s later social and academic success.  It is expected that the ECE workforce will 
be a competent, skilled, and well-educated industry prepared to improve the learning 
outcomes for young children (Moss, 2006).  Moss (2006) explained that an increased 
number of ECE practitioners have low qualifications and poorer work conditions.  This 
phenomenon is considered to be highly problematic for building a high-quality and 
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skilled workforce (Herzenberg et al., 2005).  The call to action by stakeholders and 
policymakers is to re-envision and restructure the workforce as we know it to ensure they 
can meet the social and political demands of the early education reform (Moss, 2006; U.S 
Department of Education, 2013). 
Structural inequality as described by class, race, and culture appears to be 
antiquated area of discourse among social and political figures and other stakeholders.  
Since the 1980s, there has been a gradual turn during this post-modern era when the 
dialogue has moved from examining the systemic structural design of social, political, 
and economic inequity, marginalization, and division, particularly in academia (Machin 
& Richardson, 2008; Wright, 2010).  More recently, the dialogue has focused on “access 
of resources and opportunities” rather than “power and opportunity.”  Although 
prolonged unemployment, poor housing conditions, and inadequate health care are 
prevalent among diverse populations, these communities of color are deemed to be at 
fault if they ignore social, political, and economic constructs that may contribute to their 
historical and present existence (Machin & Richardson, 2008).  Machin and Richardson 
(2008) stated, “Yet meanwhile, it is clear that we live in societies where you are, who you 
become, are to a significant extent is shaped by your socio-economic –or class – position 
in society” (p. 281).  
Summary 
Early learning program administration is a very complex setting with demands 
ranging from broad areas related to responsive, effective, and appropriate pedagogical 
practices; understanding fiscal needs of the business; effective staff development; 
comprehensive program assessment; adhering to local and state standards with competing 
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mandates; and engaging parents and the community in collective decision-making.  
The role of an ECE administrator is multifaceted and calls for individuals who possess 
the specific skills, abilities, experiences, and competencies related to early childhood 
education to serve as effective leaders.  
ECE administrators’ access to a well-designed leadership development program 
can positively impact their effectiveness to build and lead quality programs.  The 
purpose, content, and duration must be purposeful in meeting the complex realities that 
ECE administrators face day-to-day in their programs.  Early opportunities to receive 
direct coaching, mentoring, and on-the-job training are additional areas to help ECE 
administrators feel better prepared before assuming their roles as administrators.   
ECE administrators’ educational, work, and training experiences influence their 
levels of self-perception, confidence, and ease of administering programs.  The stress of 
leading and managing programs comes about when ECE administrators do not feel they 
possess the knowledge and tools to do their jobs well.  The cited sources examine the 
need for developing effective ECE leadership development programs that combine 
theoretical and practical frameworks when creating professional development career 
pathways.  The Who's Caring for the Kids? (Fowler et al., 2008) report serves as a model 
for building collaborative relationships between invested stakeholders and policymakers 
to improve career pathways for the ECE workforce.  
In totality the literature of three research streams connected to the purpose of this 
study was reviewed to explore the preparedness of ECE administrators to effectively lead 
and manage quality preschool programs and factors associated with this effort.  First, the 
researcher examined the role of ECE administrators with regard to quality related to 
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preschool children’s cognitive and social emotional outcomes.  Paula Jorde Bloom, a 
well-respected and reputable researcher of ECE leadership and development commonly 
uses the term “gatekeepers” to explain the responsibility of ECE administrators.  The 
second stream, the social and political climate influence of early childhood reform directs 
ECE administrators’ attention to closing the achievement gap among target student 
populations beginning at preschool.  The third stream was about Critical Race Theory 
within the context of structural inequality and its influence on an understanding of the 
experiences of African American’s access to professional development opportunities in 
the field of ECE.  
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Chapter 3: Research Methodology 
Introduction 
The purpose of this phenomenological study was to explore African American 
early childhood administrators’ perceptions, attitudes, and beliefs about their professional 
development preparedness to lead and manage high-quality preschool programs.  
Understanding the experiences and perceptions of early childhood administrators’ roles in 
building high-quality preschool programs provides insight into this shared phenomenon.  
A phenomenological approach was used to better understand the patterns, relationships, 
and silent voices of this population.  The phenomenological design allowed the 
researcher to explore African American early childhood administrators’ perceptions, 
attitudes, beliefs, and realities of what occurred during their professional development 
journey.  To guide this qualitative inquiry, the following research questions were used: 
• What do African American early childhood administrators experience when 
transitioning from teacher to administrator? 
• How do African American early childhood administrators describe their 
professional preparedness to lead and manage high-quality preschool programs? 
• What are African American early childhood administrators’ perceptions about 
their competency to lead and manage high-quality preschool programs? 
This chapter provides an overview of the phenomenological research design used 
to conduct the study of African American early childhood administrators’ preparedness to 
lead and manage high-quality preschool programs.  The study explored the experiences 
of this population transitioning from performing their role as teachers to administrators.  
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Furthermore, this chapter outlines the research design and rationale and describes the 
selected population and sites, methods, instruments, and procedures that were used to 
support data collection and analysis as well as the study ethical considerations. 
Research Design and Rationale 
This study employed a transcendental phenomenological research design.  
According to Moustakas (1994), the transcendental phenomenological research design 
allows participants to consciously focus on their human condition and self-describe 
perceptions about these lived experiences that are constructed by their sense of reality.  
Study participants’ reflection on their professional development journey as early 
childhood leaders leads to their bringing their individual and collective consciousness and 
voices about their experiences to the forefront for others to better understand.  Moustakas 
stated, “What appears in consciousness is the phenomenon” (p. 26).  Additionally, 
Moustakas explained, “Any phenomenon is a suitable starting point for an investigation” 
(p. 26).  This study of African American early childhood administrators was an 
investigative exploration that aimed to generate a new body of knowledge to expand 
upon existing literature regarding this subject matter. 
Furthermore, the transcendental phenomenological approach was chosen for this 
study because it provided the researcher with a well designed systematic approach for 
making meaning, interpreting, and setting aside judgments (bracketing) throughout the 
data collection and analysis phases of the study.  Epoche is a Greek word that means to 
refrain from judgment so those investigating and exploring a phenomenon can learn to 
see the experience fresh as it appears before one’s eyes (Moustakas, 1994).  This occurs 
with self-reflection when searching for deeper meaning of a given experience.  It is not 
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influenced by prior knowledge or facts (Moustakas, 1994).  This is especially 
important since the researcher of this study mirrors the demographics of the population 
and currently works as an African American early childhood administrator in northern 
California.  Moustakas (1994) explained that in phenomenological research, a systematic 
and logical method for analysis and synthesis allows the investigator to refrain from 
making unfounded claims.  The researcher engaged in the ongoing process of bracketing 
to ensure she was not injecting her own biases or preconceived notions about 
participants’ experiences in order to view them from a new perspective.  
Husserl (1977) addressed the notion that the researcher possesses an inherent ego 
as the primary investigator of uncovering meanings and essences of participants’ 
experiences.  The “intersubjectivity” of a researcher is not uncommon with the 
emergence of self insights about the phenomenon being explored.  Husserl stated, “I 
experience the world (including others) and, according to its experiential sense, not as (so 
to speak) my private synthetic formation but as other than mine alone [mir fremde], as an 
intersubjective world” (1977, p. 91).  To address this challenge, the researcher of this 
study remained aware of the global experiences she possesses as an early childhood 
administrator that have been shaped by her interactions with a multitude of individuals, 
organizations, systems, structures, policies, and practices.  It is understood these 
combined experiences may have impacted the researcher’s professional development 
journey as an African American early childhood administrator similar to the participants 
of this study. 
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Site and Population 
Population Description 
The participants of this study were previous or current early childhood 
administrators of African American descent.  The nine participants were responsible for 
leading and managing preschool programs for three or more years in northern California 
(Sacramento and Bay Area), transitioned from teacher to administrator, and directly 
oversaw one or more licensed preschool classrooms (8 to 24 children) and teachers from 
various types of programs inclusive of but not limited to Head Start, Title 5, Title 22, 
Reggio inspired, play-based, child-centered, and/or college-based preschool programs.  
Programs were either publicly funded (state or federal), received fee-based payments as a 
private for-profit agency (e.g., parent tuition fees or donations), or were defined as a 
blended funded program receiving both public and private funds (e.g., government funds, 
donations, fundraising, and/or parent fees).  
As a result of the study being non-site specific, the researcher used non-
probability purposeful snowball sampling to solicit participants from a variety of public 
outlets to include professional networking forums, word of mouth, conferences, meetings, 
and email distribution by early childhood agencies.  Participants who no longer served as 
early childhood administrators may have advanced to higher-level positions in the early 
care and education field.  It was imperative that once initial contact was made with 
prospective participants, the researcher used an open and friendly approach in recruiting 
participants and remained extremely flexible in scheduling interviews and the focus 
group session based on their availability. 
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Site Description 
The study was non-site specific and took place at locations convenient to the 
participants.  The interviews and focus group session were scheduled at locations based 
on participants’ choice.  Participants who were unable to meet face-to-face were provided 
the option of participating via video-conferencing.  The researcher learned the best dates 
and times participants were less likely to be uninterrupted by daily operational affairs.   
Site Access 
 There were no issues of site access since the study was non-site specific and was 
conducted at the convenience and preferred locations of the participants. 
Research Methods 
Description of Each Method Used 
The researcher employed multiple data collection methods for this 
phenomenological study to include semi-structured interviews, a focus group session 
(participants solicited for the one-on-one interviews were also invited to join the focus 
group), and artifacts, as made available by various participants throughout the research 
process (Creswell, 2011).  The protocol for the focus group differed from what was used 
for individual one-on-one interviews.  The focus group interview was videotaped to 
support coding and data analysis.  The triangulation of the data allowed the researcher to 
cross check and compare data sources at various points to enhance, validate, and increase 
the credibility of the findings as revealed by emerging themes throughout the data 
collection process (Merriam, 2009). 
One-on-one semi-structured interviews.  The interview process entailed semi-
structured interviews that were conducted one-on-one with nine individual participants 
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via face-to-face, telephone, and/or via Zoom methods.  Each interview ranged from 60 
to 90 minutes in length over a three-month period (one in-depth interview per 
participant).  According to Merriam (2009), “Interviewing is necessary when we cannot 
observe the behavior, feelings, or how people interpret the world around them.  It is also 
necessary to interview when we are interested in past events that are impossible to 
replicate” (p. 88).  
Instrument description.  The interviews were supported by open-ended questions 
to align with the overarching research questions.  Eleven questions were used for this 
interview protocol as it pertained to African American early childhood administrators’ 
preparedness to lead and manage quality preschool programs (see Appendix A) as well as 
allowing any other self-reflective thoughts that participants openly and voluntarily shared 
at the closing of the interview.  Additionally, probes were employed when it was 
necessary to ask participants to further explain or elaborate upon their responses and 
ideas in greater detail based on the nature of each interview session (Creswell, 2011; 
Merriam, 2009). 
Participant selection.  Participants were purposely selected based on the criteria 
described above.  The researcher employed the snowball sampling approach by asking 
current research participants to recommend other African American early childhood 
administrators who met the criteria of the study. 
Identification and invitation.  An invitation to participate in this study was 
extended to prospective participants through purposive snowball sampling and by asking 
early childhood agencies in Sacramento and the Bay Area to send email correspondence 
to childcare providers (e.g., directors and Site Supervisors) in their network as well as 
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outreaching to the National Association of Black Child Care Providers organization to 
support this effort (see Appendix B).  Once participants were identified by email to have 
an interest to participating, the researcher personally contacted prospective participants 
by telephone to provide them with additional information regarding the study and to 
answer any questions to clarify the study.  The researcher collaborated with individual 
participants, upon their agreement to participate in the study, to schedule an interview 
date, time, and location based on their availability.  The researcher set aside 15-20 
minutes to thoroughly review the consent form, check for understanding as well as 
address any ethical concerns raised by prospective participants prior to giving final 
signed consent to participate (see Appendix C).   
Data collection.  The interviews involved using recorded field notes and 
electronic recording devices (e.g., Olympus recorder and cellular phone device).  
Utilizing two recording devices simultaneously ensured the full lengths of the interviews 
were captured from beginning to end.  This was a necessary safeguard in case one 
protocol device failed to operate as planned to support data collection.  The data collected 
from the interviews were coded, analyzed, managed, and organized based on emerging 
themes and were paired with focus group interview data and artifacts as they related.  
Participants provided consent in advance by signing permission forms with the 
understanding their anonymity would be protected and the data collected during the 
interview sessions were for the intent and purpose of the study only and would not be 
shared with other individuals or entities. 
Focus groups.  The focus groups comprised participants from the one-on-one 
interviews.  The focus group represented a variety of funding (e.g., for-profit and non-
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profit), regulatory standards (e.g., Title 5 and Title 22), and philosophical approaches 
(e.g., High Scope, Reggio, and play-based).  The focus group provided an opportunity for 
African American early childhood administrators to convene and enter into a dialogue 
about their perceptions, beliefs, and attitudes regarding their preparedness to lead and 
manage quality preschool programs.  This method of data collection allowed individuals 
to share a common experience to discuss their individual and collective experiences to 
better understand the phenomenon (Merriam, 2009).  
Instrument description.  The focus group session was scheduled at the 
availability and convenience of the participants with seven participants that included 
Sacramento and Bay Area participants.  The focus group session was in addition to the 
one-on-one interviews utilizing the same group of participants but a different interview 
protocol.  The focus group was held in Sacramento with three participants attending via 
Zoom, a videoconference technological platform. 
Participation selection.  The focus group comprised participants who completed a 
one-on-one interview with the researcher.  The focus group session was convened based 
on the availability and convenience of the majority of participants. 
Identification and invitation.  Participants who participated in the one-on-one 
interviews were extended an invitation to participate in the focus group based on their 
convenience. 
Data collection.  Due to the challenge of asking questions and recording 
responses during the focus group session, the researcher reviewed the video-recorded 
focus group session repeatedly and in depth to support this data collection method.  
Merriam (2009) postulated that film allows researchers to capture nonverbal behavior and 
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forms of communication such as facial expressions, gestures, and emotions.  Data 
collected from this process was paired with the one-on-one interviews as it related to 
emerging themes. 
Artifacts.  Artifacts, also referred to as physical materials, are used as data 
sources to help answer research questions and to document and understand the 
phenomenon of a given study (Creswell, 2011; Merriam, 2009).  The collections of 
artifacts included documents such as letters, records of professional development 
activities, photos, diaries, and/or professional growth binders that personalized overt 
behaviors in everyday life and recounted firsthand the phenomenon in comparison to 
observations to capture covert characteristics and tendencies (Merriam, 2009). 
Instrument description.  The researcher incorporated artifacts from participants 
as this data source was made available.  This data collection method supported 
triangulation of data and validating the research.  
Data collection.  As the researcher engaged in this qualitative inquiry process 
through one-on-one-semi-structured interviews and facilitated the focus group session, 
relevant artifacts were requested to be shared and collected and identified at participants’ 
convenience, comfort, and liberty.  Copies of photos and emailed documents of artifacts 
were taken and later coded using basic categories and content analysis (describing the 
content of the communications).  Data collected from this process was paired with the 
one-on-one interviews as they related to unfolding emerging themes. 
Data Analysis Procedures 
The researcher employed transcendental phenomenological data analysis.  
Transcendental phenomenological approach entails reducing each interview and focus 
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group session as a singular event in itself.  The researcher perceived these events as 
unique and fresh experiences (Moustakas, 1994).  Because the researcher identified as an 
African American mirroring the demographic of the target population being studied, it 
was vital for the researcher to engage in ongoing self-reflection and bracketing. 
Accordingly, the first step in which the researcher engaged was the practice of 
Epoche.  This qualitative research approach is considered a highly structured data 
analysis process by Moustakas (1994).  Epoche requires the researcher to reflect about 
her own experience as an African American early childhood administrator and bracket 
any inherent biases and potential assumptions as a way to maintain objectively 
throughout the data collection and analysis process.  By doing so, the researcher’s 
primary focus was on the participants’ self-described experiences.  
The second step involved the “Transcendental Phenomenology-Reduction” 
process, referred to by Moustakas (1994).  This process of data analysis required the 
researcher to review participants’ interview transcripts (one-on-one and focus group 
session), artifacts, and the researcher’s field notes (e.g., non-verbal body language and 
facial expressions) repeatedly as a singular experience to gain new insight, as if it were 
the first time the researcher had done so.  The data were “considered again and again” by 
the researcher with a different vantage point and/or sense of meaning to gain a full sense 
of the phenomenon (Moustakas, 1994, p. 93).  It is understood the collective experiences 
of the participants was the phenomenon in totality.  This practice and process of 
Transcendental Phenomenology-Reduction strengthens the accuracy and validity of all 
data sources (Moustakas, 1994). 
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The third step in the data analysis entailed what Saldana (2009) described as 
“coding.”  The researcher applied both descriptive coding and “in vivo coding.”  
Descriptive coding involves assigning a word or short phrase to represent African 
American early childhood administrators’ unique experiences in leading and managing 
high-quality preschool programs as described by them in their voice.  “In vivo coding,” 
also known as “literal” or “verbatim coding,” was employed in conjunction with 
descriptive coding.  The “in vivo” coding process uses the actual everyday language of 
the participants to code.  Both “in vivo” and descriptive coding were coupled with direct 
quotes taken from the one-on-one interviews and the focus group transcripts (Saldana, 
2009, p. 74). 
The fourth and last step of the data analysis process was “Imaginative Variation” 
in which the investigator aimed to gain an understanding of the structural essences of a 
given experience (Moustakas, 1994).  The researcher merged African American early 
childhood administrators’ individual experiences into a united textural-structural 
description that will represent participants’ collective experience.  Moustakas (1994) 
stated, “From the Individual Textural-Structural descriptions, develop a Composite 
Description of the meanings and essences of the experience, representing the group as a 
whole” (p. 121).  The data collected from participants’ interviews, the focus group 
session, and artifacts were coded, analyzed, managed, and organized based on emerging 
themes to fully understand participants’ overlapping and nuanced experiences.  
Ethical Considerations 
As part of the process of working with human subjects, approval was needed from 
Drexel Institutional Review Board (IRB) as a safeguard for protecting the anonymity and 
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personal rights of participants as well as to ensure the researcher adhered to ethical 
practices and procedures related to the data collection, analysis, and interpretation 
process.  Prior to each participant agreeing to participate in the study, the goals, 
objectives, purpose, and role of the researcher were fully explained to participants both in 
writing and verbally.  This was done at the first point of contact via a telephone call. 
During the initial one-on-one interview and focus group session, the researcher set 
aside 15-20 minutes to thoroughly review the consent form, check for understanding as 
well as address any ethical concerns raised by prospective participants prior to giving 
final signed consent.  Consent to participate in the study were obtained, noting once more 
participants’ anonymity and personal rights would be protected.  Participants were told 
prior to giving final consent that the data collected during the audio recorded sessions 
were for the intent and purpose of the study only and would not be shared with other 
individuals or entities.  Additionally, participants were made aware of their option to 
withdraw from the study at any time of their choosing.  Discussing the nature of race, 
ethnicity, and culture may have had strong mental and psychological implications for 
participants that this researcher was not professionally able to address.  This urged the 
researcher to continuously remind participants of their free will and opportunity to 
withdraw from the study at any given time of their choosing without ramifications or 
negative consequences.  Additionally, participants were provided a clear explanation of 
how the data findings would be used. 
The findings of the study relied upon the honesty of participants’ responses; 
therefore, the researcher refrained from manipulating data to support personal views or 
assumptions.  The nature of the study entailed participants sharing confidential and 
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sensitive information that could jeopardize their current employment and future 
reputation.  Pseudonyms were assigned to the interviewees, the focus group session 
participants, artifacts, and field notes to protect the identity of these data sources.  To 
further protect anonymity at the conclusion of the study, the data collected and used for 
the study were placed in a secured locked location at Drexel University, Sacramento to be 
stored for the next three years.  Following the three years of secure storage, all data will 
be destroyed (e.g., physical data shredded and electronic data deleted, including email 
correspondence between participants). 
Summary 
The transcendental phenomenology research design was utilized for this study’s 
methodology.  This approach was well suited for participants to bring forth their voices 
by sharing in first-person self-described accounts of their lived experiences as African 
American early childhood administrators.  This scientific investigative approach 
permitted the researcher to interpret and make meaning of participants’ experiences as 
preschool leaders and managers.  The study was non-site specific and employed the 
snowball approach to solicit nine participants (once data saturation was reached) that had 
or were currently serving as African American early childhood administrators for 
northern California preschool programs.  The data collection methods and analysis 
included one-on-one interviews, a focus group session, and artifacts.  Specifically, the 
data analysis procedure involved the process of Epoche (suspending judgment and 
biases), Transcendental Phenomenology-Reduction (each singular experience viewed 
from a fresh perspective), coding (assigning a word or short phrase to represent 
participants’ experiences), and Imaginative Variation (individual textural descriptions 
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merged into themes to represent the collective experience).  Prior to the start of the 
study, the researcher reviewed with participants in detail the consent form to participate 
as well as their personal rights and any clarifying questions that followed.  
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Chapter 4: Findings, Results, and Interpretations 
Introduction 
The purpose of this phenomenological study was to explore African American 
early childhood administrators’ perceptions, attitudes, and beliefs about their professional 
development preparedness to lead and manage high-quality preschool programs.  This 
investigation sought to better understand the lived experiences that influenced 
participants’ role as early childhood administrators of preschool programs.  The research 
findings emerged from participants’ described experiences related to their educational 
and professional journeys as African American early childhood administrators.  An 
inductive coding process was used to establish recurring patterns and themes to capture 
the meaning of what participants expressed during their one-on-one interviews and focus 
group session.  The researcher hopes this in-depth qualitative study will inform the early 
childhood community, policymakers, state departments of education, school districts, and 
public and private sectors about the conditions of this segment of the early childhood 
workforce.   
This chapter presents the key findings based on nine in-depth, semi-structured, 
one-on-one interviews and one focus group.  The focus group comprised seven 
participants who also completed the one-on-one interviews.  The researcher took 
handwritten field notes during the one-on-one interviews and focus group to identify 
participants’ perceived emotions when responding to the semi-structured questions and 
follow up prompts.  This allowed the researcher to collect additional data pertaining to 
the phenomenon.  Collectively, the plethora of rich data sources (e.g., participants’ 
  
62
excerpts, field notes, and resumes as artifacts) illustrates participants’ lived experiences 
as early childhood administrators. 
This chapter provides readers an introduction to each participant, followed by the 
summary of findings based on participants’ individual and collective accounts of their 
lived experiences.  These lived experiences were substantiated by participants’ comments 
told in their voices.  The chapter concludes with the researcher’s interpretation (analyses) 
and meaning of the findings as derived from participants’ perceptions, attitudes, and 
beliefs about their professional preparedness to lead and manage high-quality preschool 
programs. 
Participants 
Participants self-selected aliases to use for this study.  These names are referred to 
throughout the chapter.  
Participant 1 – DJ.  DJ entered the field of early childhood education after 
working in banking part-time.  Through a referral of a friend, she applied for a preschool 
teacher’s aide position having no prior experience and formal education in the field.  The 
director of the program appreciated the energy brought to the program as described by 
her, “the director there, she really loved me, she loved my energy, she loved the way I 
interacted with the kids.”  DJ went on to complete courses in early childhood education 
(ECE) by taking night classes.  She enjoyed the experience of working in the field and 
continued to complete more ECE college units and appreciated the increase in salary 
along the way.  Her first employer in ECE financially sponsored her education and made 
accommodations for her to complete ECE classes at night.  DJ later went on to work in a 
handful of other ECE programs as a teacher before transitioning to an administrative role 
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with 12 ECE units when she was approached by the outgoing director, after working 
there for six months, about wanting her to assume his position.  Because she did not have 
the required education to fulfill this role, the employer applied for a waiver and she was 
given the Site Supervisor role.  DJ later returned to school to complete a required course 
in supervising adults that was only offered during the day.  She explained, “It was new 
for me because I had only worked in the field for two years,” followed by the fact that 
she had worked in other industries as a manager and supervisor.  Leadership was 
something with which DJ was familiar, but she shared it was different in ECE.  DJ 
continued to work in the field overseeing both preschool and school-age programs in the 
Bay Area and Sacramento.  She has been employed in privately (parent fee for services) 
and publicly (state and/or federally) funded early care and education programs.  DJ 
completed her bachelor’s degree in behavioral science and a master’s degree in business 
administration. 
Participant 2 – Cocoa Brown.  Cocoa Brown entered the ECE field 
unexpectedly.  Her initial plan was to complete her bachelor’s degree in international 
business (four classes shy of doing so), while working as an aerobics instructor and 
supporting her daughter as a single parent.  Cocoa Brown was in a car accident and was 
unable to stand for extended periods and found she could no longer teach aerobics or 
train.  She searched for work and was hired as a cook at an ECE program.   
As a cook, she enjoyed interacting with the children and greeting them daily.  
Cocoa Brown noticed some children in the preschool program were challenged with 
transitioning in the mornings and exhibited tantrums.  She welcomed these children to 
join her in the kitchen daily and through this connection, Cocoa Brown was able to 
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support them with morning transitions.  Several incidents occurred in the program and 
Cocoa Brown found herself in an advocate role for children when teachers seem to turn a 
blind eye to the needs of the children.  This is what led to Cocoa Brown’s desire to open 
up her own Welfare to Work preschool program.  The program supported families 
moving from work to entering the workforce.  However, at the time when her enrollment 
grew to 40 children, she had no ECE college units.  As a result, she hired someone else 
who possessed the administrative ECE units to oversee her preschool program.  This 
individual served as a figurehead only and she remained the owner, operator, and 
manager.   
The Welfare to Work preschool model did not work fiscally and due to mold in 
the facility, Cocoa Brown’s program needed to be relocated; however, she lacked the 
financial means to do so.  She gained valuable knowledge from this experience and was 
inspired to return to college to enroll in infant/toddler ECE courses.  One of her course 
assignments was to research ECE organizations.  Cocoa Brown discovered a 4-year 
university that placed emphasis on ECE.  Cocoa Brown went on to complete both her 
bachelor and master degrees in human development from this institution.  To date, she 
has served as a director for two school districts in the Bay Area and as the director for a 
privately funded program.  Additionally, Cocoa Brown assumed the position of CEO for 
an eight-county publicly funded ECE program.  Cocoa Brown sees herself as a strong 
systems thinker and business minded professional who works to maintain adequate 
funding to operate ECE programs for the highest-need children. 
Participant 3 – Cookie.  Cookie received her training and foundation in early 
education on the East Coast.  She attended a 4-year institution where she received a 
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double major in psychology and education.  Cookie concurrently participated in a 
student teaching program that afforded her the experience teaching in the New York 
public school system with the support of professors helping students to hone their 
curriculum and instructional skills.  She was prepared to teach on the East Coast in a K-6 
school setting when a hiring freeze was placed on the state’s public school system.  The 
only positions available were preschool and school age programs administered and 
sponsored by the city’s child development agency.  Cookie stated, “So I ended up in 
preschool education by default.  So I taught for three years.”  After teaching for three 
years she sought opportunities to transition into early childhood administration because 
she enjoyed her experience teaching preschool and school age children.  However, she 
found it difficult to find an administrative position.  She said, “most people would say to 
me, well, you have your three years of teaching, but you don’t have any years of 
administering programs for children and families.”  Cookie continued her educational 
journey and completed three degrees.  She received her master’s in developmental 
psychology and her second master’s and doctorate in curriculum and teaching in early 
childhood education from an Ivy League university.  Cookie has worked as, but not only, 
an adjunct professor, educational consultant, director of county-based and school district 
programs, and national trainer for an infant/toddler agency.  
Participant 4 – Nicole.  Nicole began her career in early childhood education 
between the ages of 18 and 19 as a substitute instructional assistant for a Sacramento 
school district.  As a substitute, she worked in all early learning settings including 
infant/toddler, preschool, and school age without needing ECE units.  She then became a 
permanent instructional assistant for toddlers in 1994.  While working in this position for 
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two years, she attended college to obtain ECE units and was later eligible to apply for 
and assume a toddler teacher position until 1998.  Nicole learned of a school age teacher 
position at another Sacramento school district that offered higher wages and better 
benefits.  In this new teacher role, she coordinated fieldtrips and received parent 
payments.  During this period she married and gave birth to her first child.  After 
returning from maternity leave, she found it difficult to work a 7:00 am to 6:00 pm school 
age schedule with a three-hour split.  Nicole then decided to work at the district’s 
federally funded preschool program located on a school campus because of the preferred 
work hours (7:00 am to 4:00 pm). 
When learning she was pregnant with her second child, she returned to working 
with infants, at which point she completed 48 ECE units.  Nicole pursued her bachelor 
degree in Bible theology and leadership for personal reasons and later decided to return to 
working in early childhood education as a part-time state preschool teacher.  This 
position later evolved into a full-time one.  Nicole continued in this position until she 
became interested in administration.  She shared, “I was qualified for administration, but 
there weren’t any jobs. So I was just putting in for different jobs.”  Nicole secured her fist 
early childhood administrator position with a child development agency in 2013 for a 
combined preschool (state funded) and school age program.  
Participant 5 – Church Girl.  Church Girl entered the early childhood field at a 
local Sacramento community college parent co-op program as an assistant teacher and 
parent volunteer.  She described what influenced her to enroll in ECE classes: 
Actually, I started taking classes at [local college] for the parent co-op.  That is 
what influenced me to actually start that process because I felt when within the 
environment I noticed some impact that the teachers were giving to my daughter.   
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Church Girl received her associate’s degree in early childhood education and 
worked as a preschool teacher at federally funded (serving predominantly African 
American children) and private (serving predominantly Caucasian children) preschool 
programs.  She explained the contrast between program types, “and so there was a 
difference in how children were being integrated into certain areas and being taught.” 
Church Girl shared, there was a noticeable difference in educational approaches between 
the federally funded program and private.  The federal program focused more on concrete 
basics to support preschool children’s transitions to kindergarten and the private 
programs appeared to expect more from an overall general education standpoint.  
Following this teaching role, Church Girl obtained a master’s teacher position at a mixed 
funded program (private and public) prior to transitioning as an administrator at a private 
child development agency serving preschool and school age children.  As a current 
program director, she oversees multiple early childhood sites.  Church Girl pursued her 
bachelor degree in human services, which integrates both social work and child 
development.  Church Girl completed her master’s in organization leadership and change. 
Participant 6 – William.  William received two degrees from higher education 
institutions on the East Coast.  He earned his associate degree in early childhood 
education and bachelor’s in elementary education with a minor in music.  After 
completing his bachelor degree he relocated to Hawaii and advanced from a teacher’s 
aide (six months) to co-teacher, and lastly to a principal of an early childhood program.  
This was achieved in a 10-year span. 
After I graduated I moved from, actually, moved from New York to Hawaii, and 
started my teaching path there.  Once I was in Hawaii, I started out as a teacher’s 
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aide and worked my way up to actually a principal in Hawaii.  I was the first 
African American principal in Hawaii.   
 
William continued to share how he initially gained interest in becoming an ECE 
administrator: 
Yeah, because I already had my degree, so I was actually co-teaching with 
another teacher in the classroom.  And then said oh, my goodness, he can have his 
own classroom.  And after the six months I was a teacher right away.  And I was a 
teacher right away.  And then, all of a sudden, I just – I knew exactly what to do 
in the classroom.  I wanted to see how I can be an administrator.  I started to – I’m 
going to be honest, I started to be bored being a teacher.  I wanted to get more 
involved in the classroom.  I wanted to see what I could produce in the classroom.  
What are some goals, what were some creativities that I could just present in the 
classroom?  Besides the classroom, in the school itself as a whole.   
 
The excitement, desire, and aspiration to assume an ECE administrator role one 
day inspired him to reach out to the preschool director of the Hawaii ECE program.  The 
preschool director told him from the onset, in a manner he perceived as discouraging, that 
the role required many duties.  He continued to express his interest in becoming an ECE 
administrator.  William applied for numerous positions listing the preschool director as a 
professional reference.  After several application submissions he became curious as to 
why he was not securing an ECE administrator position.  William learned the preschool 
director had informed potential employers he was “not ready” to be an ECE 
administrator.  He decided one day to not list her as a professional reference on a job 
application and immediately thereafter was hired as an ECE administrator of a school 
site.  William went back to her to express his feelings of concern directly with her. 
 And I went back to her, and I told her, I don’t understand.  I put you down for so 
many references and guess what happened?  I didn’t put you down for this last – I 
had to be whole and be true to myself.  And I didn’t put you down for the last 
reference because I really wanted this position.  And I got the position.  And she 
goes, well, I’m sorry that you felt like that.  I just felt that you’re not ready.  And I 
said, well, I guess I will never ever be ready in your eyes.  And I had to move on.   
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William attributed his struggles in early childhood education to being an African 
American male who had two strikes against him, one being male and the other African 
American.  He remained in the ECE field working for preschool educational settings to 
include, but not be limited to, executive director of a church-operated program in the Bay 
Area, site manager of national chained organization, and a regional director of a Las 
Vegas child development agency.  William completed his master’s in child development 
and has served as an accreditation validator for a national early childhood organization. 
Participant 7 – Prentice.  Prentice served as the principal for the last seven years 
of a school site that houses a federally funded preschool program.  The school site 
provides educational services to 420 children includes preschool children, transitional 
kindergartners, and kindergartners.  This school is very unique in the Northern California 
area.  Prentice possesses a bachelor’s of science degree in criminal justice administration, 
a master’s degree in social work, a pupil personnel service credential, and a doctorate in 
educational leadership and is a licensed clinical social worker.  Her journey in early 
childhood education was non-traditional in terms of her educational preparation.  She 
assumed a position as a preschool coordinator of a Sacramento school district.  
Again, it’s been very untraditional.  I don’t know if, you know, with hindsight, me 
having some kind of a teaching credential would have somehow strengthened it.  
My first two years was spent doing a lot of my own learning just because I knew 
what I knew, but I didn’t know what I didn’t know; if that makes sense.  I had to 
come in and figure out the pieces as I went along.  Thank god that I had a mentor 
who happened to be our superintendent that thought enough of me, you know, to 
throw me in there and seven years later, still here. 
 
To learn more about early childhood education, Prentice found herself attending many 
workshops and meetings, along with researching websites and reading articles.  She 
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accredits her success in early childhood education to her social work counseling 
background.  
I think actually my – if you ask me if I needed a teaching credential to do this – 
absolutely not.  My social work counseling background helps me more than 
anything.  So, a lot of my days are spent building relationships, managing 
conflict, those sorts of things that are more of a counsel role than an administrator 
if you will.  So, I think that prepares you – prepared me more than having any 
kind of a teaching credential. 
 
Prentice noted she spends most of her day managing and acting as a bridge to build 
relationships between people by supporting conversations and communication. 
Participant 8 – Superstar.  Superstar completed her dual track bachelor’s 
program in child development and child mental health that required a 2-year internship.  
She completed her internships at a federally funded childcare center and her second one 
at a mental health agency for children.  Following graduation, Superstar relocated from 
Southern California to the Bay Area and worked for various child development 
organizations.  During this time, she applied for her master teacher child development 
permit through the California Commission on Teacher Credentialing.   She assumed a 
head teacher position with a federally funded preschool program for 1.5 years and took 
another position at a different early childhood agency for two years, prior to becoming 
the assistant director for a year and then director for 1.5 years.  When asked what 
motivated her to pursue a career in early childhood education, she stated: 
Well, my aunt, actually, she owned her own child development center, but it was 
in-home.  But she owned hers.  So, I did talk to her a lot about it.  And then I 
didn’t know anybody else.  This is just something that I wanted to do.   
 
Superstar later pursued her master’s degree in clinical social work and is employed with 
the federal government in Washington, DC. 
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Participant 9 – Sunshine.  Sunshine described her introduction into early 
childhood education as stemming from her exposure to the field while in high school. 
My educational pathway, I did early childhood education classes at ROP, in high 
school. So, my senior year, I was able to take two classes in the morning and go 
volunteer at a child care center that was close.  So, that was my first experience in 
education.  And then I moved to Sacramento and went to the Nanny College, 
which was on [Blue] Avenue. 
 
She viewed a television commercial featuring the Nanny College while working at Sears 
and decided this would be a viable educational pathway.  It allowed Sunshine to continue 
her ECE career following the birth of her daughter.  She later attended a local community 
college in Sacramento while working as an assistant teacher at a private preschool 
program and prior to being employed with a federally funded preschool program. 
Okay, so I started off as a childcare teacher assistant.  I was a teacher in private, 
but at Head Start I was considered a TA [assistant teacher].  So, I went ahead and 
took the pay cut because I knew that I would go back up, so I had a plan.  So, I 
said, okay, to get in, I am going to do this.   
 
She furthered her education at a 4-year university and received her bachelor’s 
degree in human services.  Sunshine described her transition from preschool teacher to 
ECE administrator at a federally funded preschool program.  She explained what 
motivated her to apply for the ECE administrator position. 
So I went from the teacher to the lead teacher of that particular arena.  That 
classification of a class.  So, I did the educator for about nine years.  And then I 
went to site supervisor the last five years.   
 
I think I am a natural leader.  Just anywhere I go I have always kind of been in the 
leadership role.  Not that I wanted to, but it just kind of always was handed to me.  
So, I felt comfortable leading.  But then I worked under so many supervisors that 
– lacked some abilities.  And so I was kind of always their go-to person.  And 
after a while, I’m just like if I am always the go-to where I am always fixing 
things, why don’t I just apply for it.  So, I ended up applying myself.   
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Sunshine gained some of her leadership skills by observing others in that role, whether 
they possessed good or bad qualities.  She learned what and what not to do from those 
observations.  
Focus Group 
The research study also entailed conducting one focus group session.  This 
brought the collective voices of the participants to one common space to dialogue about 
their shared experiences and professional development journeys as African American 
early childhood administrators leading and managing high-quality preschool programs.  
The focus group was held at a community-based organization in Sacramento, California.  
Participants included six females and one male for a total of seven.  Three of the seven 
participants joined the focus group via Zoom, a web-based video conference platform.  
The use of this technology provided participants otherwise unable to attend in-person an 
opportunity to participate remotely from a convenient location of their choice.  
Findings 
Five prevailing themes emerged: role of senior management and funders, 
transition from teacher to administrator, role of early childhood administrators, 
professional development experiences, and African American early childhood 
administrators’ perceptions of their experiences.  These themes inductively emerged from 
the data sources (interviews, field notes, and artifacts).  The triangulation of the data 
sources and analysis provided the researcher with in-depth insight and understanding of 
African American early childhood administrators’ perceptions, attitudes, and beliefs 
about their preparedness to build high-quality preschool programs.  Participants 
individually and collectively described their lived experiences in their own voices.  The 
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findings were substantiated by the researcher’s presentation of highly descriptive rich, 
thick excerpts and comments derived from participants’ voices to help the reader envision 
the perceived realities of this segment of early childhood administrator workforce 
(Merriam, 2009, p. 227).  Researcher’s notes are intentionally and judiciously integrated 
throughout the text to contextualize, strengthen, and validate the findings.   
 
 
 
 
Figure 4. The preparedness of African American early childhood administrators to build 
quality preschool programs – Themes and subthemes. 
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The following sections offer an exhaustive account of the findings that, when 
coalesced, present sound evidence from which the researcher’s interpretations were 
constructed. 
Finding One. Role of Senior Management and Funders 
One of the findings of this research study was participants’ feelings about their 
ability to effectively operate preschool programs as it related to accountability to funders, 
bureaucracy laden challenges, and senior management’s value and understanding of the 
ECE administrator role.  These feelings were dependent on the role and influence of 
senior management and accountability to funders.  Participants were influenced by senior 
management emphasizing the completion of paperwork (bureaucracy) and seeking 
increased funding rather than by supporting the needs of children and families.  
Additionally, participants perceived that senior management did not value nor understand 
the role of ECE administrators, and, therefore, were disconnected to the reality of what 
the position entailed.  However, participants expressed positive feelings about senior 
management when they and their preschool teachers were supported, encouraged, and 
acknowledged by respective leaders for their work efforts (e.g., administrative 
accomplishments and classroom implementation strategies) in ECE. 
Accountability to funders.  After participants shared their educational journey 
regarding completed coursework and attained degrees, participants expressed that formal 
education did not prepare them as ECE administrators to work for large or private or 
public organizations and that agency-based trainings placed a major focus on money.  
One participant stated, “when it came to the company, it was about the money.”  He also 
stated:  
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You had that disconnect of, well, how many children can come in to the 
company. And how much money is going to be there, you know. So, it’s all about 
what site was raising the most money. (William) 
 
In this next anecdote, another participant (Cocoa Brown) explained the value of 
paperwork required for a federally funded preschool program; it served as a means of 
maintaining funding and continued operation.  She had come to understand there is a 
direct relationship with completing paperwork and receipt of program funding.  However, 
she strongly felt preschool programs simply needed to focus on supporting children’s 
learning and that the required data needed by funders would inherently be there. 
But in all fairness, I mean, when you look at non-profits, like [the federal 
preschool program], the paperwork became a way to verify that they were 
actually doing the work.  Because they were getting funding and there weren’t – 
they weren’t showing the outcomes that they needed to show.  And that 
paperwork is really driven to help keep them funded.  So, it’s really paperwork to 
drive the funding to say we’re doing what we said we would do in our grant, so 
please give us more money to continue our operations.  And it’s just unfortunate 
that we are so focused on keeping ourselves in operation.  If we focus on the 
children and their lifespan of learning, then the data would be here. (Cocoa 
Brown) 
 
With early childhood organizations’ focus on money, a participant in the focus 
group explained how she felt this is senior management’s primary agenda.  As a result, 
connections with preschool programs are nonexistent.  “Well, I even feel like even now 
when you’re working for an organization, depending how big it is, they all have an 
agenda.  And it’s about them making money” (Focus Group). 
Another participant agreed with the previous statement:  
I totally agree with that.  It was . . . about the money.  It was . . . when it came to 
the company, it was about the money, so they would take off and do this major, 
major training like you said.  And it was, I mean, pretty much they just made you 
like their robots.  You know, it wasn’t that authentic.  You know, it wasn’t that 
authentic, you know.  There wasn’t that connection, when you’re going into a 
classroom– or were you really good connecting with your staff.  You had that 
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disconnect of, well, how many children can come in, how many children come 
in to the company.  And how much money is going to be in there, you know.  So, 
it’s all about what site was raising the most money.  So it wasn’t that, you know, 
it wasn’t about the . . . of being authentic and being with the children and being, 
you know, having that passion and that love. (William)  
 
The majority of participants, whether they agreed or disagreed, felt accountability 
to funders was the most critical element that senior management focused on in order to 
remain a viable and sustainable ECE organization.  Participants reached a common 
understanding that their failure to adhere to funding requirements jeopardized the 
ongoing operation of the program.  Integrated with accountability to funders was the 
bureaucracy of completing paperwork. 
Bureaucracy laden.  The focus group participants entered into a natural dialogue 
about early childhood organizations making paperwork the primary agenda for private 
and publicly funded programs.  The burden and pressure to complete paperwork created a 
perception among participants that the bureaucracy caused administrators to believe 
senior management was less concerned about connections with children, families, and 
staff.  Some participants agreed that paperwork is necessary to track and monitor the 
program, but is not more important than the needs of children and parents. 
Oh, because even like to agree with you with [the federal preschool].  Their 
agenda is the paperwork.  So it was all about getting the paperwork correct so you 
can – and it’s a lot of paperwork. (DJ)  
 
Focus group participants continued to dialogue back and forth about the emphasis 
senior management puts on paperwork for both private and publicly funded programs as 
shared by DJ: 
but, even with all the paperwork that [the federal preschool] has done, I remember 
kind of freaking out like, oh, my god, how are we supposed to do all this?  And 
had someone tell me it gets done, wink, wink.  So, you know, it kind of tells you.  
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I mean even with [Happy Hill], I worked for [Happy Hill], the same thing.  It 
was about having that data, the results. And if – it’s like, oh, well, those – the 
DRDP needs to be done – they just need to be done.  Wink, wink.  Like, if you 
had to do what you had to do, and it’s like it’s not about the kids.  But when your 
superiors are telling you, it does, it really gets you – so, I understand the person 
who is like I am not in that field anymore because it can be discouraging, you 
know, when you are in it for a certain reason. (DJ)   
 
Another participant (Cookie) shared with the focus group the amount of required 
paperwork to conduct child assessments (DRDPs) and evaluations along with other 
expectations puts immense pressure on ECE administrators: 
Yeah, I mean, I think the paperwork is off the chain.  I think the requirements, 
you know, between the DRDPs and the, you know, those evaluation pieces and 
the, you know, all the stuff that needs to be done – the self-assessments, the 
classroom stuff.  You name it, the . . . assessments . . . you know, all of that, it’s a 
great deal of work.  And it’s almost not doable.  It really isn’t.  And there are a lot 
of expectations.  And you’re right, I mean, it puts a great deal of undue pressure, I 
think, on administrators and then on down the line, those that are directly 
supervising the teachers, and then, of course, the teachers in the classroom.  
  
One concern a focus group participant (Sunshine) shared was not being able to 
build relationships and support staff due to the time required to do paperwork.   
Well, I think the frustrating part is, you know, the paperwork is okay, but they 
don’t allow you enough time.  So, you don’t have time to build relationships with 
your staff.  You want to mentor, you want to coach, but then you have to make 
sure that all this paperwork is done as well.  So, you know, it’s the timing.  
 
Furthermore, Sunshine added there are a number of administrator demands as 
well as needed time to supervise and motivate staff.  Nonetheless, she strongly believes 
relationship building is a priority. 
And that’s on top of paperwork, meetings, parents, issues, with, you know, special 
diets – there’s all these different dynamics we have.  So, I think they don’t allow 
us the time to really – to build relationships.  And then, at time, we have people 
that were supervised under someone that was – their passion wasn’t as strong as 
yours, so then I come and I’m like, yes, I want paperwork done, but the children 
and the families come first.  You know, that’s your first priority, customer 
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service.  Speaking to the parents, knowing their names.  Knowing what the 
children’s strengths are and their weaknesses.  (Sunshine)   
 
During the one-on-one interview, DJ expressed that her mentor, the outgoing 
supervisor, gave her some parting words of wisdom as she prepared to assume the new 
role of a private preschool program: 
And, you know, there's times where you're going to be very frustrated by 
administration, upper administration, because they care about money, they care 
about paperwork. They want – you know, and some – sadly, they don't really care 
about the family and kids. They just want to make sure that the T's are crossed 
and the I's are dotted for the annual audit. (DJ) 
 
DJ added during her one-on-one interview, “I knew the difference between what I 
need to do for my families and what I need to do for administration.”  Participants 
worked to navigate between the demands of senior management and providing care and 
support directly to children and families.  A focus group participant understood the 
importance of paperwork, but shared she felt like it was secondary to having impact on 
lives by stating, “if you just touch one life, the paperwork is [that] pointless” (Nicole). 
Participants overall experienced the bureaucracy of completing paperwork and 
felt this was a burden and deterrent from providing quality program services.  Although 
they understood the importance of completing paperwork to maintain funding, they did 
not see it as having value and precedence over working directly with children, family, 
and staff, especially given inadequate time to do so.  This led participants to believe 
senior management did not have a clear vision or understanding of ECE administrators’ 
role. 
Value and understanding of ECE administrator role.  Participants 
overwhelmingly believed their senior management did not value and/or understand the 
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ECE administrator role and what the duties entailed.  This perception, held by 
participants, communicated how senior management viewed them as leaders and 
managers of preschool programs.  When senior management failed to support 
professional development activities or growth opportunities or acknowledge participants 
with encouragement, participants did not feel valued or appreciated.  Conversely, when 
senior management acknowledged staff for their efforts and offered professional growth 
opportunities, participants felt supported and valued, and for some participants this 
acknowledgment motivated them to make steady progress as an ECE professional. 
Prentice felt people in general, along with her peers (school site principals), did 
not have a realistic understanding of the ECE administrator role and more or less reduced 
it to playing with little ones.  This notion is further compounded with how the outside 
world similarly perceives the ECE profession.  Prentice believes there is still work to be 
done to help others to recognize the importance of ECE and the relationship to academic 
success in subsequent grade levels.  Prentice stated: 
Do you know what, I think it’s – I think it’s undervalued.  I don’t think people 
understand the work that it entails.  I know originally when I first came to the site 
and I would, you know, show up to the principal’s meetings, I think people 
thought my work was cake.  Like, oh, you’re just with the little ones, you know, 
that sort of things.  And my first year here, at the end of the year, this is when we 
were going principal’s meeting where we rotated schools, and I purposely chose 
to be the last school for that year and I did this like two-hour presentation on the 
assessments we do and had them walk classrooms on does this look like, you 
know, the foundations of math that you are going to see at, you know, your 
schools and things like that.  I think it was an eye opener.  And I think that since 
then people – I know my principal group gets it a lot more.  Now, the outside 
world, I don’t know.  But I honestly think people think that pre-school still is 
playing.  That there is not a whole lot of, you know, value in what the kids are 
learning until they actually see what the kids are doing and how it translates to 
these higher grades that people finally are like, okay, maybe we should pay a little 
bit more attention.  So, I definitely think there’s a lot of work to be done.  But I 
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think we’re, I guess, getting there.  Slowly but surely getting there, you know, 
for people to recognize how important it is.  
 
The focus group participants discussed the importance of not forgetting their 
passion and why they chose to go into the field of ECE.  Early childhood administrators 
of this study encouraged staff to value themselves, regardless of senior management not 
doing so, and to provide excellent services to children and families.  Sunshine shared 
with the focus group a conversation she had with her staff: 
You know, and I remind the staff on a regular basis, it’s like, you may not be 
valued at the top.  But you have to value yourself and know that we are providing 
an excellent service.  I don’t want mediocre, or mediocrity here, that’s not where 
we do that.   
 
Sunshine also explained to fellow focus group participants that although senior 
management had advanced to their current leadership positions, they had forgotten about 
their roots and consequently were disconnected to the needs of parents and children. 
They started off as TAs and secretaries and site supervisors.  But they [senior 
management] get to a certain level, and not to knock the levels, but sometimes 
they[senior management] get to that level, and they totally forgot where they’ve 
come from.  They forgot what it takes to meet the needs of the parents and the 
children, to build relationships.  (Sunshine)  
 
The researcher asked Sunshine if her federally funded preschool program offered 
topics specifically aimed at ECE administrators and she replied, “No not the ones we 
need.”  The senior management at her organization trained on topics related to 
supervision of children because there were a number of recent incidents that occurred 
around this issue.  Moreover, training topics were selected by senior management but 
these topics did not align with what supervisors ideally felt were needed.  Sunshine 
shared, “And everything they offer, it’s according to what they feel the need is.”   
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DJ was offered a leadership opportunity at one of her previous organizations in 
moving from teacher (with minimal ECE units) to ECE administrator by applying for a 
waiver.  The waiver permitted her to work as a site supervisor.  This was an 
organizational need due to her current boss/mentor preparing to transition to a new 
position with another agency.   
And the supervisor was leaving, and they wanted me to take his place. And I'm, 
like, I only have four classes. And I kind of stepped back because I'm, like, I only 
have four classes. I just started taking classes, like, a year ago. And they worked 
to get me a waiver, and they made me the site supervisor.  (DJ) 
 
Additionally, senior management acknowledged DJ for her positive characteristics and 
connection with staff, children, and parents.  This was one of DJ’s first ECE positions as 
a teacher.  In this role, she volunteered to take on many leadership and management 
responsibilities. 
We want you to be the supervisor here.  We love your passion.  We love your 
determination.  We love your work ethic.  The staff love you.  The kids love you.  
The parents love you.  Like, we can't see anyone else in this position. (DJ) 
 
Cocoa Brown worked as a cook for a federally funded preschool program after 
being in a car accident that left her unable stand for long periods.  Previous to that, she 
studied international business administration and earned a living as an aerobics instructor 
to care for her daughter as a single mother.  Cocoa noticed many times that teaching staff 
struggled with morning transitions and departures.  She greeted the children daily with a 
“hello” and soon thereafter children made their way to her kitchen.  The comfort and 
attention she provided to children became well known throughout the program. The Vice 
President of operations also noticed what was transpiring in the “kitchen” as described in 
the following excerpt.   
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Well, three months in, the VP of operations came in and she says Cocoa, I keep 
hearing about this kitchen of yours.  Would you be interested in working in a 
classroom.  And my question at that point was does it pay better?  Because I was 
young, about 24. years old.  You know, I had no other job, and I needed to pay to 
take care of my daughter and myself.  And they were like, yes, it does.  You 
know, and I had no units.  (Cocoa Brown) 
 
The program officer (senior level manager) of the federal funded infant/toddler 
and preschool program was new to the agency and position.  As the new program officer, 
she personally conducted a visit to Sunshine’s program to meet staff.  During the tour, 
she identified each teacher by name, age group, and knew which shift staff worked.  This 
impressed Sunshine because she never had a senior manager at this level take such a 
vested interest in the staff and program.  It showed her this particular senior manager 
valued the program and staff.  Sunshine recalled this experience and how it made her 
feel. 
And then she came in, and she knew.  Oh, [Sunshine], oh, you’re the educator that 
works with the [federal early infant] program. Oh, nice to meet you.  Oh, you’re 
so-and-so, you’re the teacher in the pre-school class, three to five.  You’re the PM 
teacher.  I was like; she knew.  She was able to identify the names with the 
positions of that center.  We have never had that.  We’ve had program officers 
that come up only when there is an issue.  Only when they have to deal with a 
child getting hurt or something like that.  So, someone who actually had to buy in 
and they really – we felt valued. And then she came in, and she knew.  Oh, 
[Sunshine], oh, you’re the educator that works with the [federal early infant] 
program.  Oh, nice to meet you.  Oh, you’re so-and-so, you’re the teacher in the 
pre-school class, three to five.  You’re the PM teacher.  I was like; she knew.  She 
was able to identify the names with the positions of that center.  We have never 
had that.  We’ve had program officers that come up only when there is an issue.  
Only when they have to deal with a child getting hurt or something like that.  So, 
someone who actually had to buy in and they really – we felt valued.  
 
The role of senior management and funders impacted participants’ beliefs and 
feelings about their leadership and management role to build high-quality preschool 
programs.  Early childhood administrators felt they were negatively influenced when 
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senior management and funders did not support or consider the level of demands and 
responsibility of leaders of preschool programs.  Nevertheless, participants were 
positively influenced when senior management and funders recognized their efforts, 
administrator characteristics, and potential to grow and develop as preschool leaders and 
managers.  Similarly, senior management’s support of these same participants when they 
transitioned from preschool teachers to ECE administrator played a critical role in their 
career advancement. 
Finding Two: The Transition from Teacher to Early Childhood Administrator 
The second finding that emerged was the transition from preschool teacher to 
ECE administrator.  Participants’ experiences varied in context and nature.  The 
transitional period of moving from preschool teacher to administrator was met with a mix 
of positive and negative challenges.  Nevertheless, participants’ knowledge regarding the 
ECE administrator role increased through job embedded learning and mentorship and as a 
result of internal motivation factors.  
Job embedded learning.  Participants overwhelmingly shared a common 
experience of learning the ECE administrator role while in the position and having to 
perform the required duties.  Learning on the job occurred in various ways whether by 
trial and error, observing or shadowing, or taking the initiative to research information for 
one’s self.  William stated, “A lot of experience for me was on the job.”  Participants’ 
opportunities to gain knowledge and hone their skills led to increased confidence and 
competence to serve as an effective ECE administrator as described by Cookie during the 
focus group when asked the initial question regarding the group’s education and work 
experience pathways. 
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And I think [federal preschool program] is [a] wonderful – it provides a 
wonderful experience, I think, for early – young, you know, unseasoned early 
childhood administrators because there are really lots of opportunities to really 
hone your skills in the area of ECE and to learn – but like I said, the real learning 
is very much job-embedded.  It happens on the job.  And you learn, you know, 
how to sort of, you know, make the necessary adjustments and the paradigm 
shifts, which you definitely do have to make over time, to really – to respond 
appropriately and to be able to be an effective leader.   
 
Prentice spent two years learning the ECE administrator position after she was 
assigned to her site.  Prentice gradually and “piece by piece” combined her acquired 
knowledge with what she believed she knew with her experience as a new ECE 
administrator.  Prentice shared during her one-on-one interview:  
My first two years was spent doing a lot of my own learning just because I knew 
what I knew, but I didn’t know what I didn’t know; if that makes sense.  I had to 
come in and figure out the pieces as I went along.  Thank god that I had a mentor 
who happened to be our superintendent that thought enough of me, you know, to 
throw me in there and seven years later, still here.   
 
Cocoa Brown addressed the focus group question regarding her formal education 
and work experience mentioned, “so like we’re going through the motions simply to 
check off the list to complete the items on the syllabus just to say we met those 
requirement.”  Nicole, in agreement with Cocoa Brown’s comment, reflected back to 
taking ECE courses during the 1990s in Sacramento, California at one of the local 
community colleges.  Her remembrance of learning about ECE administration courses 
was reviewing a checklist-like document.  The actual knowledge and understanding of 
the ECE administrator role was gained from learning on the job: 
Yes, and I would have to agree with that also because the classes that I took were 
in the nineties also.  So, it was pretty much, yeah, it was pretty much a checklist.  
A lot of the information that I learned was on the job.  (Nicole) 
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William, Cocoa Brown, and Sunshine benefited from learning from their 
supervisors.  They were also able to observe both positive and negative 
attributes/qualities and consciously decide which traits they would or would not adopt.  
For example, William explained he learned from on-the-job as well as from previous 
supervisors, “But you – for me, myself, I learned on the job, and I learned from previous 
supervisors.  So I learned the good and bad.  What I did want to be like, what I didn’t 
want to be like.”  Additionally, Cocoa and Sunshine was deliberate about the skills and 
traits they would learn from being on the job when observing their supervisors.  Cocoa 
stated it was her supervisors’ leadership style that she focused her attention on: 
And like I said, I learned that just from seeing the supervisor that I was under that 
I didn’t like their style.  And then some, I did like their style, and it’s like how am 
I going to be the best supervisor I can be from those experiences.  So, it’s just 
really, really utilizing where you’ve come from, from your childhood, from your 
education, from every position you’ve ever held and taking those thing with you 
and just doing the best that you can do.  
 
Sunshine observed her supervisors on the job specifically for their strengths: 
And sometimes, you know, I had seen good qualities that I could gain from them.  
You know, like they had strengths that I didn’t have, so I learned.  But then I also 
saw their weaknesses that I was strong in, so I was able to balance that and figure 
out this is something that I needed to do for myself.   
 
One of the areas in which prospective ECE administrators encountered challenges 
was obtaining their first ECE administrator role.  The positions were difficult to attain 
due to lack of work experience.  Cookie gave evidence to this claim: 
But, the first administrative position that I did get, which was a little difficult to 
actually acquire the position, because I didn’t have any administrative position, 
but someone believed in me and saw that I had the leadership skills and ability, so 
she – my mentor, [name of mentor], she’s back East, and so she gave me the 
opportunity.  And it was really learning on the job.   
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One participant, described she learned the ECE administrator role by 
shadowing the director of her program.  Through this experience, she gained a sense of 
some of the tasks, duties, and complex situations ECE administrators face in the role.  
Moreover, Superstar learned the primary responsibility of an administrator was working 
with staff. 
Okay.  So, the director of the program that I worked at, she allowed me to be able to 
like shadow her on days where things weren’t – when like maybe some of the kids 
weren’t there, a lot of kids weren’t there – I was able to leave my classroom and 
just shadow her and learn, you know, how they do the count every day to make sure 
they’re there – how many kids are in each classroom, how many teachers do they 
have so if they need to rearrange some things because you have to have a certain 
amount of kids … you have to  have a … so, I was able to learn how . . . to . . . do 
that … I also learned how to handle difference conflicts . . . might come up with.  I 
was able to go on some . . . it was – it is ran nuns, so, as the director, your primary 
focus is dealing with the . . . [staff]. (Superstar) 
 
The researcher asked Church Girl if there were any professional development 
activities she attended specifically targeted for ECE administrators and she replied, 
“Nothing.  Everything I learned, I learned by doing or researching or trying to find out 
what’s that next niche.  But then put it into practice.”  Church Girl developed her own 
professional development process of integrating theory (knowledge) with practice 
(doing).  Job-embedded learning took many forms whether by performing tasks, 
observing supervisors for leadership styles and traits, and/or shadowing a current ECE 
administrator, participants acquired new knowledge and competencies as prospective 
leaders or leaders in training.  Mentorship added this expanded body of ECE 
administrator knowledge and understanding. 
Mentorship impact on successful transition.  The majority of participants 
attributed their successful transition to the ECE administrator role to one or more 
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individuals who believed in their potential to be leaders and managers of preschool 
programs.  The mentor/mentee relationship varied across participants’ experiences, but 
all felt their mentors were intentionally preparing and guiding them toward an ECE 
administrator role whether the mentor was a superior, peer, or subordinate.  The mentee 
valued the input and constructive feedback provided by their mentors.  There was a sense 
of vulnerability and trust mentees permitted to occur when engaged and interacting with 
their mentors.  The following participant excerpts described in detail a deliberate and 
intentional process of mentorship, whereby some mentors directly informed prospective 
ECE administrators they were working with them to assume an ECE administrator role of 
preschool programs. 
Superstar talked about the positive experience of being groomed for an ECE 
director position.  During the transition, she worked for four years as the head teacher and 
had the opportunity of working with children ages 2-5 years old.  Superstar earned the 
respect of her peers, knowing one day she would be the director responsible for providing 
direct staff support. 
And when I came there, I was a head teacher there.  And I was actually groomed 
to become a director of the agency while I was there.  I worked there for a total of 
four years.  And during that period, I became the director.  And for me, I found it 
a very positive experience because I worked with all of the – I had worked with 
from ages two up to age five.  And I had developed the respect from a lot of the 
teachers and the other staff that were there.  So, as I moved up, I had a very 
positive experience.  And that school, in particular, is very – my role was to be the 
director and that was to follow up with the teachers and, you know, do the plan 
and handle the money and stuff that I had a lot of help doing that. (Superstar) 
 
DJ’s mentor was preparing to leave his present director position for a new career 
opportunity with a federally funded preschool program.  He believed DJ would make an 
ideal candidate to replace him.  DJ’s mentor validated her by encouraging her to remain 
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the individual she had been up to this point.  DJ’s mentor was instrumental with 
helping her understand the value of supporting staff and families.  
So he really coached me and mentored me and basically told me not to change, 
like, to keep doing what I was doing, and to support, like, the staff and the 
families. And he really taught me those are the most important components to 
what we do.  (DJ) 
 
DJ believed her mentor saw something unique in her but still questioned why he 
had informed her about preparing her to be the new director of the program. 
Before I even knew I was going to be a site supervisor, he was preparing me.  He 
seen – of all the people that worked there, he seen something in me, and he was 
slowly preparing me.  So things that was like outside my realm, I'm like, why is 
he letting me know this? (DJ) 
 
Mentors may not always be the likely superior; interestingly, a mentor can be a 
peer or even staff member a leader supervises as was the case for Cocoa Brown and 
Prentice.  Peers believed in Cocoa Brown’s competence and ability when superiors 
appeared to be dismissive about her ideas to progress the program.  Cocoa Brown was 
often labeled by senior management as bossy and overbearing.  Remarks about her 
intimidating others were common among Cocoa Brown’s previous supervisors.  
So the support I got was really from the people that worked at the same level I 
did, so other teachers, you know, or other assistants would say, hey, Cocoa, you 
can do that. My peers would say, Cocoa, why don't you try that, whereas all of the 
administrators above me would basically squash any – if I had an idea, they 
refused to promote it. Or I was told I was intimidating by numerous supervisors 
and that I needed to learn how to take some of my edge off. (Cocoa Brown) 
 
Prentice joined a veteran staff that had worked closely together for the past 20 
years.  As the newest joining member of the team, she humbled herself as the supervisor 
and followed the lead of her subordinates.  Prentice depended on the team’s leadership to 
acclimate to her position.  She shared this experience:  
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My first two years, too, I relied a lot on staff to guide because I have very 
veteran staff that have been here 20-plus years that knew what they were doing. 
They didn’t necessarily need me to lead them.  So, for the first two years, I joke 
with them that I followed them because I, you know, in many situations didn’t 
know, you know, in terms of regulations knew the leadership piece of it, what was 
right to do, but not necessarily the regulation piece of it.  So, my first two years—
My first two years I spent a lot of time just kind of following and learning.  Just 
learning. (Prentice) 
 
The participants discussed their mentors as giving them a “chance” when 
considering them as future ECE administrators.  Cookie and Nicole described their 
unique experiences. 
Given a “chance:” 
I think individuals giving you a chance and opportunity, you know, sort of seeing 
something in me that screamed leader.  She gave me the opportunity.  I hadn't had 
any formal experiences leading at that particular point in time. (Cookie) 
 
Encouraged to take a chance: 
She told me you're going to have ups and downs.  You're going to have people 
that say, Nicole, do it this way.  It's going to be a learning curve.  And she said 
maybe after the second year, you may start getting the feel of where you're going, 
and what you want to do. But she said you have to take that chance. (Nicole) 
 
One participant expressed that her mentor played a pivotal role during her 
transition.  Prentice explained, if she did not have her mentor coaxing her along and 
instilling a “can do it” attitude, her probability of remaining a school district level 
preschool coordinator was highly likely. 
Do you know what?  Again, I had Doctor Bishop, our former superintendent who 
said, you know, go do this; this is where I see you being.  Because initially I 
probably would have stayed at the district office doing the coordinating the pre-
school, so kind of monitoring was myself and another lady, we had I think 18 
sites then and we just helped out.  She had nine; I had nine.  And so I probably 
wouldn’t have gone to a site as quickly if she hadn’t pushed me to, you know, this 
is you.  But then once I got here it was like wow!  There’s the daily contact with 
kids that now I would miss if I’m not here.  But I think just having that great 
mentor, that coach, to say you can do it.  You know, those days where I was just 
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like oh, my god, this is over my head, you know, too much to learn.  So, I think 
a great mentor definitely helped with transition.  (Prentice) 
 
The mentor was action oriented when she invested in Prentice as a potential 
administrator.  She checked on her regularly in the first year of her administration.  This 
kept Prentice from feeling alone and discouraged during this period. 
In that first year was very instrumental.  You know, here weekly and, you know, 
available via phone and popping up to make sure I was okay and all of that stuff.  
So, I probably would have definitely been discouraged. (Prentice) 
 
Church Girl shared she had more than one mentor who influenced and inspired 
her.  These mentors were from different cultural/ethnic backgrounds (African American 
and Caucasian).  When working at one of Sacramento’s local community colleges as an 
assistant and parent volunteer in the parent co-op preschool program, Church Girl stated 
she was impressed with her college mentor’s in-depth knowledge of child development.   
I had a couple great mentors.  And I can’t think of her name, but it first started off 
when I went to my daughter’s – at American River College, and I can’t think of 
her name right now, but her influence and her mentoring me and understanding 
childhood development, her role model, how she implemented things and helped 
parents – because I was a parent at the time – and I was like wow, that is 
awesome that someone had this knowledge about children no matter who the 
children are.  So that she mentored me, and I was just so influenced by her that – I 
just wanted to help with my daughter, but then when I looked back, she 
influenced me to help other children. (Church Girl) 
 
Mentees may look to mentors for inspiration, advice, counsel, and validation 
during their professional journey, as was the case with Church Girl.  Her access to her 
mentor encouraged her to progress in the field from preschool teacher to ECE 
administrator.  
I looked up to her and then when I was finishing with my coursework, I asked her, 
I said, so, what do you think?  And she said, well, you’re so good, and you know, 
I didn’t know I had that talent, you know.  I come from a large family, so I always 
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knew what large – I always – oh, I had a pre-school already because I grew up 
in one. (Church Girl) 
 
The presence of a mentor may be a critical determinant for successful transition 
from preschool teacher to ECE administrator role.  The transitional period to ECE 
administrator is an evolving process filled with unexpected challenges and new 
experiences.  The influence of supportive individuals offered these participants a 
sounding board for making key decisions, encouragement in seeking ECE administrator 
positions, and a role model to learn from and go to when needed.  Participants also 
attributed successful transition from preschool teacher to ECE administrator to their 
internal motivation to professionally grow and develop. 
Internal motivation factors.  The majority of participants embodied internal 
motivation.  This characteristic is best described as being “self-driven” and “self-
empowered,” for which participants had different reasons for being, including salary 
increase, receiving employments benefits, deeply held personal beliefs and values, and/or 
a desire to be a leader and decision-maker.  This was illustrated, in part, by Sunshine’s 
statement, “I wanted to be able to have more control and be able to bring in my own ideas 
and to try to be more effective.”  All participants shared a common factor of being “self-
driven,” a factor considered an essential characteristic in transitioning from preschool 
teacher to ECE administrator.   
The researcher asked the focus group participants to describe the transitional 
period of moving from preschool teacher to ECE administrator and to capture advantages 
and disadvantages of doing so.  Sunshine responded explaining her experience of being 
“dropped off” to a preschool classroom after a two-hour review of her new supervisor 
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position.  Her primary focus at this point was to not fail in her new ECE administrator 
role and to motivate herself to persevere.  
I would say the advantage was I was self-motivated, and I refused to fail.  The 
disadvantage was I had maybe a two-hour meeting with my superior to get ready 
for the next role.  And, I mean, you can’t get everything you need in two hours.  
So, and then I was kind of like dropped off and it’s like here you go, you know.  
And I was in a position where I was a teacher and supervisor and the same time.  
And the last 16 years of my career I was with the toddlers, so I was dropped into a 
pre-school classroom three to five, and I had to figure it out.  So, you just hit the 
ground running, you know.  I was going to say, for me, I don’t know, I have 
always wanted – I don’t like to be stagnant.  So, for me, it’s like always climbing 
to do something better.  Also, being in control, you know.  When you have 
supervisors that you can do their job better than them, you’re kind of like, well, I 
should be getting paid for this.  So, you know, I’ve seen the strength within 
myself, and it’s like, oh, why not try.  And after three times of applying, I finally 
got it.  So it’s like, like I said; you also have to motivate yourself and [in audible].   
 
Four participants (Cookie, Cocoa Brown, William, and Nicole) had a strong sense 
and yearning to advance as an ECE administrator by being deliberate and intentional.  
They were clear and focused about this goal and sought job opportunities to move from 
preschool teacher to ECE administrator.  Cookie embarked on a mission to be an ECE 
administrator when she discovered after three years of teaching she liked the ECE field: 
But then I began to feel the need to go into administration after my third year of 
teaching. I felt that, you know, hey, I like this field, early childhood education. 
You know, perhaps I will go into actually administering programs for very young 
children and their families. And so I began to embark on the mission of trying to 
find an administrative position. And it became difficult because most people 
would say to me, well, you have your three years of teaching, but you don't have 
any years of administering programs for children and families. And so my 
question to that was, you know, well, if you don't have – if you don't – at some 
point you got to get the opportunity.   
 
Cocoa Brown possessed an internal drive to excel in the ECE field.  She did not 
have a coach or mentor to support her along the way.  Cocoa Brown felt many people in 
the field perceived her as a threat based on professional experience of being told she was 
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“bossy” and “intimidating.”  Other factors, such as her tall stature, willingness to speak 
out, and coming across as well spoken, added to this perception. 
But as a five foot eight and a half tall black woman that's very articulate that is not 
afraid to speak her mind, nor is she afraid to try something new, I was really 
perceived as a threat in many of my positions.  And so I, unfortunately, didn't 
have the mentoring or the coaching or that support outside of my own internal 
drive to do better.  (Cocoa Brown) 
 
Internal motivation factors were also evident from participants’, such as William 
and Nicole, “self-empowerment” to push themselves to move beyond their present 
situation or state of being.  William empowered himself through self-talk and 
encouragement to go beyond his current teaching position.  “I think the thing about it I 
really had to say within myself, go to the beyond.  Go beyond– don’t be afraid.  And I did 
that.”  Nicole did not want to become stagnant in any positioned she pursued.  She 
continued to look for various teaching opportunities at the next level up: 
I mean, from the beginning I've always wanted to move, so that's why I 
transitioned from a sub to a permanent employee to a teacher.  I never wanted to 
stay just as an instructional aide.  I guess because as a child, I've always been 
motivated to excel.   
 
Other participants’ internal motivation factors entailed them perceiving 
themselves as a “leader,” as was the case for Sunshine, Cookie, and Cocoa Brown.  
Sunshine perceived herself to be a natural leader who always functioned in that role.  She 
always felt comfortable as a leader and believed her leadership abilities exceeded her 
those of her managing superiors.  Sunshine’s superiors frequently sought her out to 
resolve matters.  Her self-confidence led her to eventually apply for a supervisory 
position at her ECE organization. 
I think I am a natural leader.  Just anywhere I go I have always kind of been in the 
leadership role.  Not that I wanted to, but it just kind of always was handed to me.  
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So, I felt comfortable leading.  But then I worked under so many supervisors 
that – lacked some abilities.  And so I was kind of always their go-to person.  And 
after a while, I’m just like if I am always the go-to where I am always fixing 
things, why don’t I just apply for it.  So, I ended up applying myself.  (Sunshine) 
 
Cookie stated she is not a follower and sees herself positioned to make key 
decisions as a leader: 
Yeah. So I think – you know, so that really motivated me, that you can only do 
those kind of things and make that kind of thing happen if you're in a leadership 
position.  And then, again, I'm just – I'm just not – I'm not really – just 
personality-wise I'm really not a follower.  I always just felt that I needed to be on 
the end of – on the side of really making decisions and ensuring that quality 24 
experiences were being provided for children and families. I mean, I was so 
devoted to that.   
 
Cocoa Brown found herself questioning whether leaders above her were 
addressing her needs as a staff member.  As a result of her concern, she motivated and 
encouraged herself to assume a leadership role to ensure program goals were achieved.  
So there's always been a piece of me that – I don't want to say bossy.  But, 
literally, like, I like to be in a position of leadership to kind of make sure things 
get done.  So as I would work underneath these leaders, I would say what exactly 
are they doing for us and are we getting what we need out of them as staff or what 
have you?   
 
The remaining participants were “self-driven” and “self-empowered” by various 
factors related to classroom boredom, salary increase, goal of owning a child 
development program, and seeking to make a difference in the lives of children.  William 
explained his boredom with a preschool classroom teacher position he once held: 
I started to – I’m going to be honest, I started to be bored being a teacher.  I 
wanted to get more involved in the classroom.  I wanted to see what I could 
produce in the classroom.  What are some goals, what were some creativities that 
I could just present in the classroom?  Besides the classroom, in the school itself 
as a whole.  So, I talked to my first – I will never forget her, [program director], 
first director, and I said I want to be a pre-school director.   
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Cocoa Brown was also motivated by other “self-driven” factors such as a salary 
increase due to her being a single mother. 
The first is, quite honestly, money.  I was a teen parent.  I needed to pay my bills.  
And I didn't want to live as a welfare recipient.  So I needed to make enough 
money to make sure that I didn't have to be welfare dependent.  So that was sadly 
my first, you know, thing but it is what it is.  We all have our motivation for why 
we do what we do.  
 
The primary reason Church Girl was “self-driven” to advance as an ECE 
administrator to “make a difference” in lives of children of color.  Her ultimate goal was 
to directly impact children and inspire them to be anything they wanted.    
Because I felt like the impact that I could have for the culture of our children was 
important that they see themselves and motivate them to be [able that they can be] 
teachers, that they can be other high entity of job seeking, and help mold them, 
what it takes to get there and give them the opportunity to have it firsthand.  So 
that was my motivation to make sure that I was that person to help motivate 
children of all ethnicities.   
 
The participants of this subtheme all shared the internal characteristic of being 
“self-driven” with some overlapping motivation factors.  This internal motivation and 
drive acted as a conduit in pursuing and advancing to an ECE administrator role.  The 
majority of the participants were determined, focused, and self-empowered in seeking 
ECE administrator career opportunities, starting at the entry preschool teacher level.  
There, internal motivation factors differed in context, but all participants were “self-
driven” and “self-empowered” by personal goals and aspirations that kept them on a 
steady career pathway toward the ECE administrator.  This finding related to preschool 
teachers’ transition to ECE administrator encompassing job-embedded learning, 
mentorship, and internal motivation factors that shaped the roles of early childhood 
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administrators and how they perceived themselves operating in their new leadership 
position.  
Finding Three: Role of Early Childhood Administrators 
The third finding that emerged from the data sources was the role of early 
childhood administrators.  Participants in this study were employed by a variety of ECE 
organizations. They explained in-depth their perceptions as administrators and the level 
of contentment in functioning in such roles.  More specifically, this finding revealed 
participants’ perceptions of the early childhood role as related to perceived characteristics 
of effective leadership and management and their satisfaction and dissatisfaction with the 
early childhood administrator role.  Participants operated in this role by strategically 
focusing on staff to build high-quality preschool programs. 
Perception of early childhood administrator role.  Throughout the one-on-one 
interviews and focus group discussion, the majority of participants brought to light that 
they perceived their primary role as developing staff.  The strategies implemented for 
developing staff ranged in approaches and techniques to include, but were not limited to, 
modeling and mentoring, individualized feedback, determining when to transition staff 
out, program observation, and being an inspiration to staff.  Nicole shared during her one-
on-one interview when asked by the researcher, “What kind of leader does it take get 
someone on the same page?  She responded that the role of an administrator was to 
“allow staff to excel where they can excel.”  This statement was followed later in the 
conversation with this comment, “You have to be able to develop people.”   
Staff development resonated with participants as evidenced by their responses.  
Developing effective learning environments were possible when ECE administrators 
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were able to spend individual time with teaching staff to model and demonstrate what 
was needed.  Cocoa Brown explained in detail her approach in working with a specific 
teacher, although she was frustrated at times with providing a teacher with the much-
needed support. 
And it was fine, because I had to spend this time one-on-one with that teacher 
instead of being able to meet with the rest of this team that also needed that 
mentoring and that leadership by example, and being able to brainstorm with 
almost all, or just […] children, it was really hard.  And, you know, I think you 
also have the challenge of many teachers get in early childhood education, and 
they stay where they’re at.  You don’t have people that often times move from 
teacher’s aide to teacher or teacher to supervisor.  They often times get that job 
and for 25 years, they teach their [federal preschool program] class, and often 
times, they teach it the same way they taught it when they first started in the 
profession.  And so it makes it a little bit challenging because their intent is in the 
right place.  But when they are unwilling to look and say I can improve on this, 
this practice that I have, there’s new things that I can bring to what I am bringing 
to the table to make it that much better.  And often times, you don’t find that, so 
there is a challenge sometimes with the teaching staff that it really requires 
someone to be in there to show them how to do it differently and finding that 
balance, whether it be private or non-profit or for profit, it’s still a task because 
the teacher mentorship has to happen to be able to provide an effective learning 
environment for the students. (Cocoa Brown)   
 
This notion of individualized attention to staff was captured by another participant 
(Nicole) who spoke to her teacher openly and frankly about program expectations after 
Nicole observed the teacher spent a majority of her time sitting down rather than being 
actively engaged with children.  Later, this teacher decided to leave the preschool 
program and thanked Nicole for the explicit feedback. 
But you know I had a teacher that was just a body, and I actually did a one-on-one 
with her and mentored her.  And I told her, I said, these are like my expectations.  
And I said we have to make this program valuable for kids.  I told her, I literally 
told her, you are just a body.  I am going to give you jobs, and I want to see you 
grow.  Because you just sitting here is not helping our program at all.  I did, I told 
her, she was . . .  And then later she moved on.  But she did say, you know, thank 
you for seeing that I wasn’t doing anything because the last supervisor didn’t 
really care that she was just a body.  (Nicole) 
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Cocoa Brown perceived her ECE administrator role as a program observer.  
Program connections were made for Cocoa Brown when she observed the program in 
action.  This was a strategy to learn in-depth about individual staff and to increase her 
knowledge about which staff members possessed specific competencies, skills, and 
applied classroom practices. 
Observe program in advance to make connections.  Because it is important to 
know the people before you walk in.  And the more you know, to have that 
connection when you need them, the better the connection is. (Cocoa Brown) 
 
Cocoa Brown believed that through connections with staff, she could leverage their 
strengths to build leadership capacity.  Leadership capacity for her was about creating 
workforce sustainability that would allow her to replace herself with one of these up and 
coming future leaders. 
Build leadership capacity and sustainability, so to me to be able to be replaced 
when I leave or to have other people fill my shoes, that makes me feel like I've 
done something amazing because I've built capacity.  (Cocoa Brown) 
 
 Cookie also shared the ECE administrator role should focus on staff 
development, but to do so by adopting an inspirational leader approach.  She used this 
approach when encouraging staff to continue their educational journey: 
And so I think – you really have to as a leader, I think you have to inspire 
individuals and continue to get your education and, you know, the – I have 
encouraged many, many people to move on, people know as soon as I walk into a 
place to serve as the administrator or the director, you know, people know from 
the back that, you know, my emphasis and my focus is education.  
 
Knowing some staff were personally challenged with mental instability, Cookie 
believed there were staff that needed counseling.  However, her role as an ECE 
administrator was to determine who to retain and who to transition out of the program. 
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Folk are depressed at our places of work and we don’t know it.  They are 
functionally depressed.  And as an administrator, we’ve got to figure out how to 
move them point A to point B.  Do we retain them?  You know, what do we 
actually do to get them up and about and get them up and moving?  I think one of 
the advantages, for example, working with the district is that we can say, and I 
have said to a couple people in my private meetings with them, you know, we 
have EAP.  You know, you might want to look at that.  (Cookie) 
 
Staff development was central to participants having the capacity to build quality 
preschool programs.  Whether participants’ approaches to staff development were to 
provide individualized support, be an observer, or act as inspirational leader, they 
perceived the most essential part of their role was to help staff do their best work with 
supporting children and families.  Nonetheless, participants experienced discomfort with 
feeling they did not possess the effective leadership and management characteristics to 
perform their role well. 
Perceived characteristics of effective leadership and management.  The 
researcher asked participants about what they perceived as effective leadership and 
management as it related to their ECE leadership role.  Two key areas were considered 
essential to being an effective leader and manager: personal leadership traits and core 
knowledge.  As DJ stated, “But it takes a special person to be a supervisor 
[administrator], to be a leader.”  Participants described the dimensions of perceived 
effective leadership and management traits. 
Personal leadership traits.  The majority of the participants felt ECE 
administrators should possess personal leadership traits.  Some of these traits were 
illustrated by participants to include skill-based practices, supporting stakeholders from 
diverse backgrounds, establishing a program vision, and adhering to regulatory standards.  
For example, Cookie explained she practiced early childhood since the 1970s and noted 
  
100
not all ECE administrators have acquired the personal leadership discipline to serve in 
such a role.  She felt what was lacking in terms of effective leadership and management 
was articulation and writing skills as well as the ability to inspire others. 
You know, part of it is personality, I think. I think in the field, I think sometimes 
you do come across individuals who may not necessarily have a – leadership 
abilities and somehow or another they've been placed in those leadership abilities.  
Because I think, you know – and what I found – I found well meaning folk, don't 
get me wrong, and I can think about these individuals, they're in my mind's eye as 
I talk to you today, well meaning individuals.  But there – there are aspects – I 
think leadership is a whole package.  And I think that, you know, not only do you 
have to be able to relate to folk and really connect with your children and your 
families and, you know, certainly desire to the utmost – the best for them and the 
best kinds of experiences that will really facilitate, you know, children's learning 
and propel them and render them aptly prepared for formal schooling, all that 
stuff.  But you also have to articulate well. I think you have to write well.  I think 
you have to be – you have to inspire other individuals because it is the field, but 
by and large, you are consistently working with individuals who for the most part 
they look up to you.  And, secondly, they – they'd like to, you know, move to the 
next level, I think, in their own personal lives.  
 
Nicole shared it was important for ECE administrators to be open to working with 
individuals from diverse cultures and backgrounds, primarily when supporting children, 
families, and staff.  Nicole shared the importance of embracing this perspective: 
You have to be able to work – especially in preschool, I think you have to be able 
to work with all cultures.  And – because like what I said with the previous 
question, I had a lot of Hispanic children and some of their parents did not speak 
English at all.  And I think as an administrator, you need to be able to respect 
parents.  And you need to be able to respect staff.  Our staff, not just your 
families, but your staff because your staff comes in with different backgrounds 
and different cultures.  And they may have grown up differently or see things 
differently.  And we need to come to some kind of consensus while we're still 
meeting our goals without taking away from them.  
 
During the focus group, Church Girl explained her start in the ECE field began in 
the 1960s and since this time, she placed a strong value on developing a personal vision 
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that is culturally relevant to children she is impacting.  Without a vision she felt she 
would have been lost as an ECE administrator. 
But your vision has to be a part of a vision that you set for yourself to be an 
effective – this is my understanding of what I’ve gained from it that if I didn’t 
have a vision for myself, then I would be lost.  Because then my vision would 
come from some other sector or whatever.  But I took a vision from a cultural 
standpoint and the impact that I can have for our children.   
 
William concurred with Church Girl that having a personal vision is essential to 
the ECE leadership and management role.  He stated that teachers should have a vision 
when serving children and families and explained he asked each teacher he works with, 
“Where are we now and where do we got to go?  And not only that, have teachers – have 
effective teachers that really, really want to work.”  DJ, however, referred to agency 
policies as a guide to ensure individuals are treated equally and fairly. 
They can talk about, oh, well, you're having favoritism against this person then, 
and you're not.  You know, then people start questioning your authority.  But if 
you treat everybody the same, you go by procedure, they respect that.  
 
While personal leadership traits varied among participants of this study, the 
majority felt ECE administrators are unable to be effective in their role if they are not 
guided by a set of skills and practices they believe is best suited to developing high-
quality preschool programs.  Furthermore, participants believed ECE administrators 
should have some core knowledge in performing their role. 
Core knowledge.  Participants expressed effective ECE administrators have core 
knowledge regarding expectations and understanding of how to support parents.  It was 
also believed by participants that ECE administrators’ ability to understand and adhere to 
regulatory standards was as an essential leadership and management trait for effectively 
leading and managing high-quality preschool programs.  This notion about core 
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knowledge is exemplified by Sunshine in her statement that administrators are better 
able to lead and manage when they have acquired knowledge about what is expected of 
them as leaders.  She felt information is helpful when connecting with children, families, 
and staff.  In addition, Sunshine stated leaders need to know what is expected and be able 
to communicate.  She shared that being a leader alone is not sufficient: 
Clear expectations.  For someone who is trying to get into a leadership role, they 
need to know what is expected of them exactly.  I think a lot of times you are in a 
position and you learn along the way.  They don’t give you a lot of information of 
what is expected of you.  Just being a leader isn’t enough.  You need to know – 
there’s so many dynamics to leading, especially a team of people that have to 
come to you.  That’s the biggest.  Communication.  
 
Church Girl added to Sunshine’s sentiments that knowledge and understanding 
impacts leadership effectiveness when working with parents. 
The more knowledge you have, the more understanding you have to be able to 
support families when you have to do that front loading in the line of parents 
when they enroll into a quality program.  (Church Girl) 
 
Prentice and DJ believed there was value in understanding and adhering to 
governing regulatory requirements.  By doing so, ECE administrators eliminate operating 
from a gray area when making key decisions.  This leadership and management trait of 
being able to abide by agency regulatory standards is believed to help ECE administrators 
meet required program mandates.  
When I handed my newest boss, who is the executive director or elementary for 
our site last year, I handed her the performance standards for [federal preschool 
program] – and there was almost 1800 of them.  She was just like oh, and so for, 
oh, my goodness, that’s so many.  And I said, yeah.  So, for someone who doesn’t 
have a background in pre-school it just sounds like we’re playing.  So, I think you 
have to be knowledgeable, you have to keep up with what’s going on because it’s 
constant changing.  You have to be okay with being monitored because you are 
constantly – from licensing to, you know, our grantee comes out all the time.  For 
the state program, the state comes out and monitors.  So, you have to be 
constantly okay with that.  (Prentice) 
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DJ stated administrators are in jeopardy of “crumbling” when they operate in the 
gray and do not adhere to policies and procedures.  She also explained in detailed what is 
meant by not operating in the gray.  
You know, for you to be an effective administrator, you can't be in a gray.  And 
that's one thing when I interview, they asked me, well, you know, have you ever 
done something you regret?  No.  For the simple fact that I always look at black 
and white.  You know, I go by the rules.  I go by the procedure.  When people 
come to me and say, well, can we have a taco day?  What does it say in the policy 
and procedure about having a taco day?  Oh, it says that – it doesn't say.  Okay. 
Well, we can have taco days.  Until something – until there's a rule saying we 
can't have taco days, we can't have taco days.  But I think when you start going 
into the gray, that's when you start to make your – crumble – the program will 
crumble because then people can, like, bring that back to you.  They can talk 
about, oh, well, you're having favoritism against this person then, and you're not.  
You know, then people start questioning your authority.  But if you treat 
everybody the same, you go by procedure, they respect that.  
 
The majority of participants identified two effective leadership and management 
characteristics to include personal leadership and core knowledge.  These leadership and 
management characteristics were embraced by various participants and were attributed to 
successful administration of preschool programs.  However, the degree of satisfaction 
and/or dissatisfaction with their ECE administrator role was evident despite what they 
perceived as effective leadership and management characteristics.  
Satisfaction and dissatisfaction with early childhood administrator role.  
Overwhelmingly, participants shared their experiences associated with their satisfaction 
and dissatisfaction with being an ECE administrator.  The majority of participants 
expressed satisfaction with their role when they spoke of “making a difference,” having 
impact on programs, and expressing “love and passion” for children.  Conversely, 
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participants voiced dissatisfaction with their role when they felt undervalued by 
senior management and lacked opportunities for career advancement.  
Satisfaction.  Satisfaction was also connected to participants’ emotional state of 
mind in supporting staff, being acknowledged by senior management, and achieving 
planned goals.  Cocoa described the joy of making others’ life experiences better and 
stated that as an ECE administrator, her reach was greater than remaining a preschool 
teacher. 
I loved it.  I actually – for me when I can see that I'm doing something that's going 
to make someone's life experience better, I'm just thrilled.  
 
And so, I then went from saying, okay, well I’d love to, you know, not just be in 
administration, but if I am a teacher, I can only reach so many children at a time.  
I can maybe reach 12 children.  But if I can teach teachers, then I can reach the 
children in each of those classrooms.  It’s always been about making that 
environment better for the children or the family so that they can have a future to 
dream about and have the tools to actually meet those dreams, you know.  Often 
times, young children and families from disadvantaged backgrounds don’t know 
how to dream further than what they can see on TV.  And so being able to expand 
people’s mindsets and their experiences and then bringing things into their life 
that they may have never ever experienced in other settings is what really drives 
me.  (Cocoa Brown) 
 
One participant shared the value of creating an early learning program where 
preschool children thrive and grow over a period prior to entering kindergarten. 
But with preschool, I just love that age group, I guess. I feel like you're teaching, 
you're instructing, you're developing these little brains, so I love that age group. 
And you can see 10the real growth, especially if you have them for two years. 
Like, if they come to you at three and leave at five, you can see. (Nicole) 
 
DJ was emotional during her one-on-one interview when the researcher asked her 
if she had any final words or thoughts before ending the interview.  DJ shared that a note 
was given to her by one of the teachers before she planned to leave the program to 
assume a new position elsewhere.  She described how it made her feel.  After DJ read the 
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note she knew she had made a difference in the program.  DJ was emotional at this 
point and worked to hold back tears (touches the lower part of eye with tissue): 
I'm not going to cry.  I'm not going to cry.  But when I left this job, I had been 
there for a while, and they sent me this – you know, they made me a book.  And 
all the teachers and staff, they got to, like – they took pictures.  
 
DJ continued to share with the researcher. 
And they wrote a little notes.  And one note that stood out to me was a note that 
teacher had wrote me.  Well, there was a therapist.  And she wrote – and I didn't 
even know.  So this is a picture.  But inside it was a note.  Every so often when I 
feel, like, sad – and I got this in 2000 – I left that program in 2005, then moved 
out here [Sacramento].    
 
William described his ability to expand the enrollment of a Bay Area church-
based preschool program within three years of serving as the Executive Director.  This 
brought William satisfaction in his role as an ECE administrator.  His initial of goal of 
expanding program services during his tenure was achieved. 
[name of city] in California, yeah.  And I was working with the board and I made 
sure that we extended the program from a full-day program to part-day program, 
infant-toddler program full day, and then for the pre-school, we had another pre-
school program full day.  But then all of a sudden we had part-time pre-school.  
So, they – when I got there, they had 200 children.  When I left, they had 550 
children. (William) 
 
Woven throughout the interviews, participants shared examples of how they felt 
they had impacted their preschool programs.  Prentice oversees a unique school site 
campus with a combination of preschool, transitional kindergarten (newly added grade 
level to California’s public education system), and kindergarten classrooms.  The 
preschool-aged children reside in the far back of campus, transitional kindergarteners 
toward the middle, and kindergartener in the front of the campus.  She expressed her 
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satisfaction with seeing how keen focus on staff development led to desired outcomes 
for children enrolled in this joint early learning program. 
Do you know what, I think I feel this every, I’d say, a week after school starts.  
And it’s that time where my kindergarten and TK team come to me and go oh, my 
gosh, these kids are so smart.  They came from the back of the – we call them 
back of the campus, run of the campus, our kindergartener and TK is here and 
pre-school is in the back.  And so it’s that affirmation that everything that they are 
doing in back, this group here gets it – totally gets it.  But it’s seeing those kids 
really excel, especially you can walk into a classroom and know which ones had 
been in pre-school and which ones have walked, you know, off the street, we call 
them, and so don’t have that background experience.  And it’s like, oh, good.  So 
everything we’ve trained on and supported our pre-school teachers are doing, it’s 
worth it because you guys in front are seeing it.  A direct reflection of what 
they’re doing in back.  So, it’s every year that I am reminded by our front group 
that man, this is working in back. (Prentice)   
 
Superstar was once recognized as one of the prominent ECE administrators in the 
Bay Area at her agency’s board of directors meeting. 
It told me that I was doing – that I was very effective, that I did well managing the 
staff, I did well in regards to making sure that the children were safe and that the 
children’s needs were met and that our school was on task in regards to following 
the goals that the board of directors had set in regards to how the children were 
doing academically and how they were doing in regards to, you know, social and 
emotional development as well.   
 
The greatest impact Superstar had on her program was when senior management 
at her organization allowed her to think “outside the box” and not follow standard 
protocol and practices.  Her level of satisfaction with her leadership skills and 
competencies increased when senior management gave her flexibility to be innovative 
and trusted her with making decisions as situations arose in her program. 
Allow your director to think outside the box in regards to coming up with 
different plans because I mean, you know, the greatest things come up when you 
are able to, you know, think outside the box.  (Superstar)   
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The opportunity to role model for staff, as demonstrated by her mentor, was 
when Church Girl felt she had the highest impact and satisfaction with overseeing her 
preschool program. 
Oh, like I am championing something.  I always feel like a winner, I’m out to win 
something.  I feel that if I role model what I was given, and I impact other staff 
and teachers to do that, then I am giving back to what someone gave to me. And 
they probably don’t even know how much they gave to me.  But that’s the way I 
use it.  Someone gave me the opportunity, so I manage programs in way I expect 
the best because I was given the best for my child. (Church Girl) 
 
DJ had the greatest satisfaction and impact on her preschool program when she 
directly trained and acknowledged staff for their efforts.  She described this experience 
along with the expectation she wanted from staff as a result of her facilitating trainings. 
The time that I felt I had a high level impact is times when I'm able to train.  So 
anytime that we have our staff meetings and I'm able to give them information, I 
do.  But what I always try to do is acknowledge them as a teacher, acknowledge 
them, bring to them – show them something that they've been doing without me 
knowing they're doing, because I want people to feel like – I want them to do their 
job.   
 
Cocoa Brown spoke about the satisfaction and fulfillment she gained from 
training staff to be good enough to replace her. 
So I love what I'm able to do.  I love the sense of satisfaction and fulfillment.  
Even with the job that ended, I'm still excited about what I was able to accomplish 
there. And anytime I leave, I always leave, I hope, something that still has the 
ability to grow without me being there.  I always say if I can't be replaced, then I 
haven't done my job in training the people around me.  
 
Cocoa Brown also experience satisfaction when her organization was facing a significant 
fiscal shortfall and her ability to resolve the financial challenge gained her public 
acknowledgment from a California congressman.  
But I was able to – they had a $500,000 deficit, about to lose their programming, 
and all sorts of other things.  I was able to not only fix their issues, but I was 
recognized by congress – [congressmen’s] office as a mover, as a woman in 
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business, a woman in administration, so I was asked to be a part of his women 
in business panel basically to look at the issues that face women in the workplace 
or what have you. And so with that I was able to really kind of help a program 
and a community change, But I was able to – they had a $500,000 deficit, about to 
lose their programming, and all sorts of other things. I was able to not only fix 
their issues, but I was recognized by congress – [congressmen’s] office as a 
mover, as a woman in business, a woman in administration, so I was asked to be a 
part of his women in business panel basically to look at the issues that face 
women in the workplace or what have you. And so with that I was able to really 
kind of help a program and a community change. 
 
The majority of participants expressed their love and passion for working with 
children, families, and staff, as articulated by DJ, “I really – I really love working with 
kids, and I love being a positive influence on them.”  DJ continued to express her 
sentiments: 
You have to have a love and a passion, and you have to have a strong work ethic. 
And it's not about the money.  It's really not about the money.  You do it because 
you love it, and you want to help other people.  You want kids to be successful.  
You want parents to know that they have a place to go to.  You want to create 
beautiful environments, so yeah.   
  
William expressed the passion he brings as an ECE administrator: 
As an administrator, I come from the heart.  I come with passion.  I come with 
empathy.  I come with leadership of understanding.  I do a lot more listening.  
Less emotions, a lot of listening, a lot of empowering, a lot of nurturing, and a lot 
of building.  I call it scaffolding, let’s do it.  I feel very, very passionate.  Strong.  
Empowered.  Focusing on the now, not the past.  If a program was red flagged, I 
want to make sure that I am going to make sure that they get out of there and 
become a positive light.   
   
Cookie is committed to ensuring children have the best learning experiences and 
this level of personal satisfaction helps maintain commitment and dedication to do what 
is best for children and families. 
But I have to say very swiftly that I've done so much in the field.  I have such a 
passion for very young children.  I've never had my own children.  So I'm still 
incredibly committed to the task and to ensuring, you know, the best experiences 
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for children and families, whether that means resorting back to teaching other 
individuals who will then provide direct and indirect services to children.   
 
Dissatisfaction.  Participants were dissatisfied with their ECE administrator role 
when they felt unappreciated and unacknowledged by their senior manager for their 
efforts as a leader.  According to the majority of the participants, the ECE administrator 
role is undervalued by senior management, and they often fail to understand the inherent 
complexity of the position.  Participants explained in great detail their sentiments and 
frustration about their perception. 
Cocoa Brown does not feel that ECE administrators, in comparison with K-12 or 
school district administrators, are treated equally and hold the same worth. 
Very carefully.  And I say that because being an early childhood administrator is 
already a – I want to say a difficult job or a thankless job.  Because you can 
introduce yourself as a school principal or a school district administrator, and 
they're like, oh, that's wonderful.  But you introduce yourself as a director of a 
preschool or what have you, they're like, oh, that's good that you do that in your 
spare time.  
  
Prentice shared that her colleagues likened her role to just being with “little ones” 
and her position was considered to be a simple and laid back.  She felt her peers lacked 
the knowledge and understanding that she is responsible for conducting child (student) 
assessments and supporting academic learning to prepare them for kindergarten. 
Do you know what, I think it’s – I think it’s undervalued.  I don’t think people 
understand the work that it entails.  I know originally when I first came to the site 
and I would, you know, show up to the principal’s meetings, I think people 
thought my work was cake.  Like, oh, you’re just with the little ones, you know, 
that sort of things.  And my first year here, at the end of the year, this is when we 
were going principal’s meeting where we rotated schools, and I purposely chose 
to be the last school for that year and I did this like two-hour presentation on the 
assessments we do and had them walk classrooms on does this look like, you 
know, the foundations of math that you are going to see at, you know, your 
schools and things like that.  I think it was an eye opener.  And I think that since 
then people – I know my principal group gets it a lot more.  Now, the outside 
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world, I don’t know.  But I honestly think people think that pre-school still is 
playing.  That there is not a whole lot of, you know, value in what the kids are 
learning until they actually see what the kids are doing and how it translates to 
these higher grades that people finally are like, okay, maybe we should pay a little 
bit more attention.  So, I definitely think there’s a lot of work to be done.  But I 
think we’re, I guess, getting there.  Slowly but surely getting there, you know, for 
people to recognize how important it is.   
 
Participants felt ECE administrators were not appreciated for the level of 
education and expertise necessary to work with children and families in preschool 
settings.  Cookie is disenchanted from the field to the extent that should a second career 
opportunity be made available to her in another industry, she would consider it. 
So there's a little disenchantment around that. And you want people to really 
appreciate it. And the folk that don't sometimes, a part of these very elaborate 
institutions, you know, district offices and the like, I don't think that they can fully 
appreciate what we as the more qualified and well trained ECE folk bring to the 
table. And so still sort of looking for that day to come, you know, where people 
really begin to appreciate the field and to appreciate that we are, in fact, child – 
family and child experts. And it's taking a long time for that to come to fruition. 
And so given that, I don't know if I would do this again in my second life.  
 
Fellow colleagues did not value DJ in the same manner of respect as they did an ECE 
administrator. 
They belittled my opinion because I only had – you know, I maybe had like 50, 
you know, I didn’t even have an AA at the time.  And so they’d belittle me and 
because I didn’t have a Bachelor’s, you know, I had insight that they didn’t have, 
and I wasn’t respected.  And even by my supervisor, who I could do her job, and a 
matter of fact was doing part of her job; she didn’t look at me as an equal, as an 
administrator.  And that was my struggle as far as a disadvantage working in the 
field, yeah.  
 
In early childhood, participants shared there is not the same movement and 
upward mobility within the field.  Superiors may sometimes discourage or not promote 
opportunities for professional growth.  This is disheartening and discouraging for 
participants (Cookie, William, and Nicole).  Furthermore, low salary compensation is 
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misaligned with the level of education and responsibilities required to effectively 
perform in this role.  Cookie described stagnation in the field appears to be a California 
challenge. 
And so it’s a challenge because there is such stagnancy in the employment market 
here.  And you can go to the Bay Area, and there is a little bit more fluidity, but it’s 
still not the same.  There is just something about California where you see people 
staying in those positions long periods of time.  And it’s only when they decide to 
retire or go somewhere else there is actually an opportunity to move up.  And 
someone is usually being groomed for that position by the time that that comes 
available.  (Cookie) 
  
A supervisor listed as a professional reference on William’s job applications told 
William he was not ready to advance to an ECE administrator role: 
You’re not ready to go out and – because I believed in people.  I was very, very – I 
don’t think young.  I just believed – do you think I can go and get this position?  
And then I would put her down as a reference.  And I always thought – because I 
believed in people – I put her down as a reference, they would say he’s not ready.  
She would tell them he’s not ready.  Back then, back then I said they didn’t care; 
they could say whatever they want.  You remember, by law, it was whatever they 
wanted.  But now, you can get sued if you say this, sued if you did this, right?  
(William) 
 
Nicole shared, during her one-on-one interview, that those teachers of African 
American descent with advanced degrees remain teachers after applying for administrator 
positions on more than one occasion over several years. 
I think it's – it's been a long journey.  And I think it's more difficult for especially 
African-Americans to become an administrator.  I mean, I've worked closely with 
teachers who have masters degrees, one who is working on a doctorate degree, who 
has been trying to become an administrator for, like, five years.  Preschool 
administrator, yes.   She's working on her doctorate now.  She had two master’s 
degrees, I believe.  And I think it's more difficult for us to move into that position.  I 
see other people move easier.  Like, sometimes they'll come and they'll work in our 
field, whether it be at [names Sacramento school districts], they'll come work for 
maybe six months.  And when an administrative position comes open, they can 
move in easier where even.   
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When the researcher asked what their background was, Nicole responded, “Typically 
they're Caucasian women.”  
Satisfaction and dissatisfaction with the ECE administrator role was evident in 
participants’ collective experiences.  The pleasure of working with children, families, and 
staff made the majority of participants feel valuable and worthy.  The level of 
dissatisfaction with being unacknowledged for their expertise, education, and efforts left 
participants feeling undervalued and unappreciated.  This finding related to the role of 
early childhood administrators and explored participants’ perceptions and experiences as 
a leader and manager of preschool programs.  Moreover, this finding revealed 
participants’ perspectives regarding effective leadership and management characteristic 
related to personal leadership traits and core knowledge.  This finding also revealed ECE 
administrators’ satisfaction and dissatisfaction with their roles.  The degree of satisfaction 
and dissatisfaction with the ECE administrator influenced participants’ positive and/or 
negative outlooks in performing the duties associated with their roles.   
Overall, this finding revealed participants considered staff development to be the 
primary responsibility of ECE administrators.  Participants of this study were influenced 
by a multitude of factors in preparing to assume a leadership and management role in 
early childhood education.  They were largely shaped by their professional development 
experiences, fully illustrated in the next finding.  
Finding Four: Professional Development Experiences 
Professional development experiences primarily entailed completing college 
degree programs.  Other professional development experiences included internal and 
external activities related to workshops, conferences, and attending professional ECE 
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forums and events.  Participants described their professional development pathways 
and shared to what extent it prepared them to transition to an ECE administrator role. 
College degree pathways.  The majority of participants completed early 
childhood educational coursework (ECE) to gain employment as a teacher in a preschool 
program and attain a position as an ECE administrator, whether publicly (state and/or 
federal) or privately (parent fee-based tuition) funded.  All participants entered the field 
with no prior formal education and had completed a bachelor’s degree.  One participant 
(Nicole) completed her bachelor’s degree and was currently in progress of obtaining her 
master’s degree.  Five participants (DJ, Cocoa Brown, Church Girl, William, and 
Sunshine) obtained their master’s degree and three received their doctoral degrees 
(Cookie, Prentice, and Superstar).  This was evidenced by both the research interviews 
and the resumes that served as artifacts to document participants’ professional 
development journey.  
While all participants perceived themselves as ECE professionals and experts at 
one point in their career, their college degree pathways varied in discipline and 
concentration.  Nicole’s bachelor’s degree was in Bible and theology.  Church Girl and 
Sunshine received their master’s degrees in human services from the same university.  DJ 
completed her master’s degree in business administration.  Cocoa Brown’s master’s 
degree was in leadership education and human services, and William obtained his 
master’s degree in child development.  
The following participants obtained their doctoral degrees: Prentice in educational 
leadership, Superstar in clinical psychology, and Cookie in curriculum teaching/early 
childhood education.  Throughout the one-on-one interviews, participants discussed their 
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educational experiences.  One participant completed a dual track bachelor’s degree 
program in child development and child mental health.  A component of the program 
required Superstar to complete an internship in both disciplines. 
Okay, I received my Bachelor’s degree at [southern California State University 
institution] in child development, and I had a dual track, which was child 
development and child mental health.  And so I graduated with a B.A. in that.  
And then what I liked about my program is that it required us to do a two-year 
internship.  So I did one in a daycare facility.  And then I also did one in a mental 
health agency for children.  
 
William migrated to different states during his educational journey and prior to 
completing his master’s degree, he settled in Hawaii for 10 years, taking a teacher’s aide 
position and advancing to an ECE administrator.  
Well, I received two degrees from [private religious-based university] in 
Massachusetts.  And one was in early childhood education, and the other was in 
elementary education.  I started to – after I graduated I moved from, actually, 
moved from New York to Hawaii, and started my teaching path there.  Once I 
was in Hawaii, I started out as a teacher’s aide and worked my way up to actually 
a principal in Hawaii.  I was the first African American principal in Hawaii.  
 
Cookie, Cocoa Brown, and Church discovered ECE by happenstance due to 
unanticipated circumstances.  Cookie shared that her bachelor’s program prepared her for 
teaching in the K-6 education system and after graduating, a hiring freeze occurred in 
New York’s public education system.  
And so basically upon graduating from Hunter College, I then – I sort of ended up 
in early childhood education by default because I was all primed and ready to 
teach in the public school system.  K to six so – because my training was N 
through six.  
 
The researcher asked Cookie for clarification on “N through 6” and she stated, 
“So nursery through to grade six.  So I was all primed and ready to teach.”  Cocoa Brown 
also briefly explained how she ended up majoring in education following a car accident 
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and was four courses shy of completing her bachelor’s of art degree in international 
business. 
I went a different route into early childhood education. Wasn't planning to go into 
early childhood education at all. Didn't want to work with children. I was 
international business administration, and I was teaching aerobics and doing 
personal training.  
 
Church Girl expressed she decided to enroll in a local community college after 
witnessing the impact of the parent co-op preschool program on her daughter. 
Actually, I started taking classes at [local community college] for the parent co-
op.  That is what influenced me to actually start that process because I felt when 
within the environment I noticed some impact that the teachers were giving to my 
daughter.   
 
The majority of participants completed college degree programs that required core 
units/coursework in early childhood education and ECE administration.  The college 
degree programs varied in concentration, scope, and focus depending on the higher 
education institution.  Nonetheless, all of the of the college degree programs at 2- and 4-
year higher education institutions permitted participants to gain employment as preschool 
teachers and ECE administrators.  Participants were prompted by the researcher to 
discuss how their college degree program prepared them to oversee preschool programs. 
Quality of college degree programs preparation of ECE administrators.  
While the participants experienced different preparation programs and varied degrees, 
many commented on the quality of those learning experiences.  The focus group 
participants responded unfavorably when the researcher asked how their college degree 
pathway prepared them for the ECE administrator role.  Participants physically turned to 
one another, using hand motions, as each one added to the extended dialogue regarding 
this experience.  
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DJ, Cocoa Brown, and Superstar explained the ECE courses they completed 
failed to prepare them to serve as an ECE administrator and is described in-depth via 
their voices. 
As far as my experience, I was working just as like a teacher’s aide, because I 
didn’t even have that many ECE units, and they wanted me to become the site 
supervisor, so they gave me a waiver and had me take all the classes.  But, like 
everybody else’s experience, it didn’t prepare me.  There is – it’s almost like the 
classes were kind of geared up for like a home daycare more so than actually 
working in a facility or a large organization dealing with children.  (DJ) 
  
Cocoa Brown concurred with DJ and shared she had a similar experience during her 
educational journey, stating enrolled students simply went through the motions of 
completing checklist-like items as reinforced by the course syllabus. 
That was similar to the class that I took as well.  And we also brought back case 
studies, so we’d have an assignment, and we’d have to take it back into our 
workplace, or what have you.  And if you weren’t working in the field, then kind 
of use your last memories of what have you.  But kind of – it was really stuff like 
that, so like we’re going through the motions simply to check off the list to 
complete the items on the syllabus just to say that we met those requirements that 
now that you . . . practical, tangible skills that would influence or shape . . . in the 
program or in the classroom.  (Cocoa Brown) 
 
Superstar entered the evolving dialogue and agreed with Cocoa Brown about 
classes she completed in the 1990s, as she looked toward Cocoa Brown on the projector 
screen during the Zoom video conference. 
Yes, and I would have to agree with that also because the classes that I took were 
in the nineties also.  So, it was pretty much, yeah, it was pretty much a checklist.  
A lot of the information that I learned was on the job.  (Superstar) 
 
Both Nicole and Cocoa Brown stated their ECE administrator knowledge did not 
expand with the completion of college level coursework.  Specifically, Nicole stated 
courses did an insufficient job of addressing how to lead people.  
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I just remember setting up like an imaginary program, and you had to set up 
staff.  But as far as what you do in the field, I didn’t – I don’t think it helped; you 
learn in the field.  It didn’t help me.  (Nicole) 
 
Reflecting on her courses, Cocoa Brown described that she had more practical 
ECE administrator experience than her UCLA college professor.  
It was interesting.  I did my class through a UCLA extension, and the teacher had 
less experience in program administration than I had as a student.  She was really 
teaching the class as an administrative class but had never actually operated or 
been in an administrative position in an early childhood setting.  So, and that was 
in the two thousands – it was about 2003, or so.  
 
Participants’ college degree pathways differed in concentrations and focus.  Over 
half the participants attended community colleges.  All participants had completed their 
bachelor of arts degrees, and all but one participant had attained an advanced degree at 
the master’s or doctoral level.  The majority of participants shared that their college 
degree programs did not adequately prepare them to perform the duties and 
responsibilities of an ECE administrator.  There were other professional development 
activities and events that were made available by each participant’s ECE organization as 
a part of their internal professional development growth opportunities. 
Internal professional development opportunities.  The majority of participants 
voiced that they sought out their own professional development opportunities despite the 
fact that trainings/workshops were offered internally at their respective ECE 
organizations.  Nevertheless, the topics covered at these professional development events 
were disconnected to the needs of ECE administrators and were primarily focused on 
program operation areas.  Sunshine explained during her one-on-one interview the topics 
covered by her organization did not focus on what she needed. 
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I mean we have site supervisor trainings that are just for us. They covered like 
supervision – that’s the biggest one because we’ve had incidents within the 
agency.  So, supervision is a big one right now. But when the trainings roll out, 
you – they’re dealing with issues that are happening within the agency.  Like a 
meal counts for one.  So, now we do everything on the computer.  We do the meal 
accounts on the computer.  And so, that’s a big training.  We do our timesheets on 
the computer, so that was a big training.  Because those are our responsibilities as 
supervisors to make sure those things happen.  (Sunshine)   
  
The researcher asked if any training was specifically aimed at ECE 
administrators, and Sunshine responded with a nod of “no.”  Superstar shared during her 
one-on-one interview she would like more topics offered on working with staff. 
I think you should have to do more in regards to working with staff – I clearly 
think that should be one.  And . . . working, you know, working in regards to the 
fiscal piece.  I think you need to be able to do that also.  Even though in my 
position, I didn’t have to do that so much, but I know other administrators do, and 
that’s a piece that’s . . . I think.   
 
Prentice added to this notion that internal professional development opportunities 
focused on program operation areas.  The workshops she attended addressed topics 
related to child assessments and screenings.  She also participated as a member of her 
agency’s (federally funded preschool program) ECE leadership team that met monthly to 
review general agency information. 
Internally, very connected to our ECE department.  So, we have monthly PD 
workshops from four to six once a month where the topic is something related to 
either assessment or, you know, screenings that are going on.  How to do 
something better.  And so, as a group, we do meet every month to do that.  I am 
also a part of our ECE leadership team where we also meet once a month just to 
talk about the ECE department overall.  So, not necessarily this site, but just 
what’s good for all of our sites. (Prentice) 
 
According to participants, internal professional development activities offered by 
their ECE organizations were misaligned to the needs of early childhood administrators.  
The topics offered did not specifically address leadership and management areas to 
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support ECE administrators’ professional growth and development.  As an alternative 
or to supplement internal professional development experiences, ECE administrators of 
this study sought external professional development activities outside their respective 
ECE organizations to receive training and support. 
External professional development opportunities.  Overwhelmingly, 
participants shared there were minimal external professional development opportunities 
available specifically targeted to ECE administrators at the local and statewide levels.  
However, external professional development opportunities offered primarily focused on 
classroom implementation for preschool teachers.  The researcher asked during the one-
on-one interviews if there were any local or statewide professional development activities 
that participants attended (trainings, workshops or conferences) that supported them as 
ECE administrators.  
Prentice acknowledged there was a lack of trainings targeted specifically for ECE 
administrators; however, with the launch of President Obama’s Race to the Top Early 
Learning Challenge Initiative, there has been an increase of ECE classes offered through 
the Sacramento County Office of Education. 
No, there will be every once in a while something that comes along.  Race to the 
Top is really trying to do a good job of offering the ECE classes for our teaching 
staff for free.  They’ve got some workshops that are specific to early ed. 
[education].  But that’s probably the most.  (Prentice) 
  
Church Girl commented when asked the same question.  “No.  Nothing.  I haven’t 
had.  Nothing.  Everything I learned, I learned by doing or researching or trying to find 
out what’s that next niche.  But then put it into practice.  So, I was never actually – that 
was ever offered.” 
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Cocoa Brown and Cookie did not perceive external professional development 
trainings to be helpful.  Cocoa Brown often found herself in the role of co-facilitator 
because of her depth level of knowledge in ECE field. 
Not really.  Not that I was able to take advantage of.  I found myself in a co-
facilitator role oftentimes when I'd go into those types of things, because the level 
of understanding between myself and many of my peers as high level 
administrators isn't the same.  So because I have a very focused business mind-
set, I see things differently, and I see things the way that current funding and 
program guidelines require administrators to look at it.  So I'm ahead of the curve.   
So many times the trainings are set for those who are still trying to come out of 
the Kumbaya, graham crackers and milk stages.  (Cocoa Brown) 
  
Cookie explained that prior to completing her dissertation, she attended the 
National Association for the Education of Young Children (NAEYC) conferences (the 
largest early childhood professional development membership organization in the U.S.).  
However, as she completed her advance degrees, she found them to be less beneficial and 
eventually stopped attending. 
Because by the same token NAEYC, I found at least by – I would say about five 
or six years before I completed my dissertation, even maybe ten years before I 
completed my dissertation, by the time I had acquired my second masters in early 
childhood education curriculum and teaching, I began to shy away from NAEYC 
conferences. And what I found intriguing was the professional conferences that 
focused on research. So and those – even those opportunities have become sort of 
far and few between because I think they even – because [federal preschool 
program] used to also have just a research conference, and I think now they've 
melded it with some of the – the general national conferences and that sort of 
thing. So I found myself sort of shying away from…because I couldn't go to 
another workshop that – you know, to – that would teach me how to provide – 
you know, how to engage children in music and dancing. And I just couldn't do 
that anymore. And so – but it was helpful for the people that provided the right 
service. But for the administrators, there wasn't a heck of a whole lot.  
 
Nicole, DJ, and Superstar explained the type external professional development 
experiences that may be helpful to supporting ECE administrators.  Nicole, who is in her 
first two years of overseeing a preschool classroom as an ECE administrator, described 
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her perspective about the benefits of attending curriculum- and classroom-based 
trainings.  Nonetheless, she stated there were not any trainings available for ECE 
administrators. 
I think administrators are there.  And I think – like I said, I don't think it's 
specifically for administrators.  It's more for curriculum, and more for how to – 
how handle your classrooms, manage your classrooms, work with staff, work as a 
team.  And even though it's working as a teacher and managing classrooms, I 
think administrators need those skills.  You need to be able to manage a 
classroom and work with a team.  Even though you're in a different position than 
the team, you're still a part of the team.   
 
During the focus group, the researcher posed the question regarding what is 
needed to effectively lead and manage quality preschool programs.  DJ stated research 
such as the one this researcher was currently conducting as well as authentic trainings. 
Well, it’s I think the research that you’re doing right now because like I think 
everybody kind of shared, you don’t get this taught in school.  And it’s with your 
– it’s nice to have someone who has been through it that can actually stand and 
tell you what to expect, what you’re going to be getting involved in, and you 
know, like tell you the real challenges that happen, not the fake book challenges, 
but the real things.  So, like everybody was saying, echoing, training.  And real, 
authentic training, not fake training.  
 
The researcher asked DJ during the focus group to describe what authentic trainings 
would look like and to provide examples of what would have helped her as an ECE 
administrator. 
I think what would help me like if some other people had talked about staffing.  
And like you were saying about, you know, staff with mental issues and staff with 
– you know, you don’t get that.  Because when you go through supervising adults, 
they put everybody in a box, like, oh, yeah, you’re going to tell them to do A, B, 
C.  And they’re going to do A, B, C.  And, no.  You tell them and they all on F, 
and you’re like, wait a minute, can you kind of reel it back here.  Or, they don’t 
respect you because you are African American, and that is something that needs 
to be addressed because you will have someone older.  And I have experienced 
this at my job where someone was like I’ve been in this field for 30 years and you 
coming up in here and it’s like, you know, don’t get it twisted, I’m nice, but I am 
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from Oakland, like don’t go there with me, you know.  And at the end of the 
day, I think it was really important [that].  
 
Superstar reflected, “I think that they [ECE administrators] should have an 
internship program.”  She noted that internships provide hands-on experience and an 
opportunity to learn from others: 
And you are able to get a lot of information that way.  And you’re able to see 
hands on, and you will be able to, you know, learn from people who are in the 
field and learn how they are able to handle.  
 
The focus group participants in unison said, “yes” to Sunshine’s remarks.  
Superstar later added what external professional developed opportunities would be 
beneficial to ECE administrators: 
I think one of the good ways would be to have an internship with the program 
because I know I learned a lot in my internship programs as a clinical 
psychologist, but just and so if you are able to get hands-on training, and you’re 
able to learn so much and you are able to observe and look and see how other 
directors or administrators are handling different situations and then that gives 
you information on how, you know, you are able to go and be able to handle 
things.   
 
The external professional development opportunities accessible to participants 
were sparse, lacked the relevancy to ECE administrator roles, and placed emphasis on 
classroom instruction structured to support preschool teachers.  This overall finding 
pertaining to professional development experiences did not reveal strong evidence that 
college degree programs and internal and external professional development 
opportunities adequately prepared ECE administrators to build high-quality preschool 
programs.  The participants of the study were all of African American descent and shared 
in-depth perceptions and experiences about their professional development journey that 
influenced their ECE administrator role. 
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Finding Five: African American Early Childhood Perceptions and Experiences 
Perceived biases from others.  Participants explained their experiences as an 
African American ECE Administrator were about dealing with perceived biases of others 
and feeling they had to represent all African Americans in their respective ECE 
organizations.  The majority of the participants experienced some perceived level of bias 
from others associated with being either African American, female, male or a 
combination of both (African American female or African American male).  Participants’ 
perceived biases from others were experienced through differential treatment (e.g., 
exclusion from professional development opportunities), negative characterization (e.g., 
angry, hostile), and increased levels of scrutiny pertaining to credentials/qualifications 
that resulted in participants needing to prove their self-worth (e.g., breaking stereotypes 
by behaving differently).  This led to participants having to advocate (challenge implied 
assumptions) for themselves.  The participants recalled details of these collective 
experiences during the focus group.  Toward the end of the focus group, the researcher 
asked participants if there was anything they wanted to share about their experience as an 
African American early childhood administrator.  DJ responded with frustration in her 
voice that African American ECE administrators are judged for their color before 
anything else. 
But, I mean, you kind of have to deal with that.  But like, you know, everyone 
said, we bring so much passion and joy and, you know, it’s a shame that the color 
of our skin is judged before anything else.  
 
Cocoa Brown referenced an article she shares with people titled White Privilege 
to help others see their “isms” and talks about how uncomfortable this makes her. 
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But then to be a woman of color within that, an African woman, there are all 
types of isms and biases that I unfortunately have to deal with.  And then I feel 
very uncomfortable having to be the black woman in the room to address the 
black woman issues.  So having gone through Pacific Oaks, which is a school 
about social justice, there's an article by Peggy Macintosh called "White 
Privilege."  And there have been times where I've had to break out the "White 
Privilege" article for people I work with or, you know, administer programs for.  I 
even shared it with the board that I was having conflict with because they weren't 
quite seeing their isms as clearly as I was.  So you're always going to have to deal 
with the ism factor.  That's one of them.   
  
Cocoa Brown explained others have accused her of being hostile because she is a 
strong African American woman.  She gave descriptors of what is meant by this term. 
So there's not just the racism you feel from being a black person – a black woman 
in leadership amongst very few other black women, but also the perception of the 
people that work for you that are looking for an opportunity to say that you're 
hostile towards – I've been accused of creating a hostile workplace and – of trying 
to undermine people's ability to get their job done. Not because I was, but because 
those were perceptions or biases that they had towards, you know, this strong 
African-American woman perception – like their mind-set was you know, this 
overbearing, micromanaging, all in your face, you know, snap my fingers kind of 
person.   
 
The researcher followed up with a prompt in response to Cocoa Brown’s 
statement about building leadership capacity.  The researcher asked how succession 
planning might connect to this concept.  Cocoa Brown proceeded to share her concern 
about African American early childhood professionals’ perception of themselves as 
individuals who at times adopt a “slave mentality” or an institutionalized racism belief.  
I say it – I'll say it not lightly but understanding the cultural implications for how 
they may have arrived at the place that I'm going to describe.  The refusal to be 
accountable for their actions and the mind-set that things are being done to us that 
were not active in doing for us, we often refer to it as the slave mentality or this – 
the institutionalized racism.  Those things exist, but you can only be a slave at this 
point in life if you choose to be a slave.  
 
Cocoa Brown recently served as the CEO for an eight-county wide early 
childhood organization servicing more than 2,500 children.  The agency was facing a 
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$500,000 deficit.  During her tenure, she discovered the agency’s financial hardship 
was due to poor mismanagement of funds and over-purchasing of materials.  When she 
identified these specific areas, Cocoa Brown was challenged by her superiors regarding 
the accuracy of her findings.  At one point during these discussions, her superiors stated 
they were not prejudiced. 
Yeah. Well, actually, it was – it got to a point where they would say – where their 
statements were, oh, well, the CEO is just a puppet of the board, and she really 
does what we told her to do.  And I'm like, no, that's not really what a CEO is.  
You hired me to do the job.  And what was desired by the board president, an 
older white woman who made the statement well, we hired you, we must not be 
prejudiced.  Fortunately, the Donald Sterling incident came out where they saw 
that you can be prejudiced and still hire a black person to do the job.  Hiring me to 
do the job doesn't mean that I have a fair seat at the table with you.  And that's 
what they didn't understand about the racism, the discrimination they were 
showing me.  Hiring me was not the issue.   
 
The idea of breaking stereotypes is something Cocoa Brown strives to achieve as 
both a “woman” and a “person of color.”  She works to clarify generalized 
misconceptions associated with being a “woman” and “person of color.”  Cocoa Brown 
explained to the researcher during her one-on-one interview: 
One thing that I found to be valuable is one to break stereotypes and these ideas of 
what I should be like as a woman of color in administration.  To me, I like people 
to get to know me as [Cocoa Brown], you know, I put my pants on one leg at a 
time like anyone else.  And when they find that we’re more common – we have 
more in common than we have different – it’s a huge point.  But there are so 
many places where we connect across cultures.  And I think that that’s an 
important part because there are so many misperceptions about people of color 
period.  And then, you know, there’s the stereotypes about women being bossy or 
mean or angry or having a life and you know, just this whole, you know, that […] 
type of just being the Type A, B – for lack of a better way to describe it.  But 
we’re not that, you know.  We’re hard working; we’re educated.  We’ve done our 
best to get where we are and we’ve overcome a lot to get there.  And so it is 
passion, as it was described previously.  But I think the more that people get to 
know us and see that we have high standards, and it’s not just about our 
background or our personal expectations.  It’s just that we have high standards for 
success and for – if we say we are going to do something, we are going to do it.  
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And it’s not based on our ethnicity, it’s based on our level of professionalism 
and our level of integrity and the commitment to which we do our work.  And I 
think the more – that’s what I want people to see about myself and other, you 
know, professionals of color that we do the job at the best of our ability because 
that’s what we want to do.   
 
There are challenges African American women face as both persons of color and 
as women in leadership.  Cocoa Brown shared how others seek out opportunities to 
characterize her as hostile when representing herself as a strong African American 
woman. 
So there's not just the racism you feel from being a black person – a black woman 
in leadership amongst very few other black women, but also the perception of the 
people that work for you that are looking for an opportunity to say that you're 
hostile towards – I've been accused of creating a hostile workplace and – of trying 
to undermine people's ability to get their job done.  Not because I was, but 
because those were perceptions or biases that they had towards, you know, this 
strong African-American woman perception – like their mind-set was you know, 
this overbearing, micromanaging, all in your face, you know, snap my fingers 
kind of person.   
 
A parent told DJ during a conversation that she is “different” and compared her to 
not being like other blacks.  DJ felt the parent was well intended and had no malice 
toward her.  This “different” statement is supported by DJ’s analogy of the “house 
nigger” and “field nigger” that once existed during the historical slavery period. 
Well, I remember having a conversation with someone before – it was a parent, 
and she was white.  And she told me you're different.  And I didn't understand 
why – why she said that.  But later on I kind of questioned, that oh, you said I was 
different.  Like, I'm just kind of curious why?  She said you're not like the other 
blacks.  And she wasn't doing it to be racist or mean.  Like, you know, I interact 
with her all the time.  But I think from her experience with African-American 
women, maybe she came across where she encountered some black people who 
were maybe not that nice, and she kind of put everybody – you know, it's like she 
said you're warm, you're approachable.  So it made me kind of think, like, back in 
slavery where you had like the house – if I can say – nigger, like the house 
niggers, and you had the field niggers.  It's like, oh, you're okay because, you 
know, you're like in the house.  You're different.  And, you know, it's really sad.  
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But then I kind of – it kind of kept in the back of my mind, like she's really 
sweet.  I mean, this is a really sweet parent.   
 
Cocoa Brown explained the “mammy” concept that is derived from the slavery 
period to imply African American women have a known history of being children’s 
caretakers in contrast to today’s era of now leading and operating ECE programs. 
Yeah.  It was like as long as I am kind of just working with the children, and I am 
not managing the money, the staff being hired, et cetera, it’s okay, we trust her in 
the classroom, you know.  And I don’t want to go there, but if we look 
traditionally at the role of black women in society, we have been caretakers of the 
children, or what have you.  So, that’s a role that is – it seemed like they were 
okay with it.  But when I became the administrator and over the, as the only black 
person working in the agency, or the company, and then being the person in 
charge, managing the money, making the decisions, there is a lot more scrutiny 
that came in at that level and a lot more hoops to jump through.  
 
Nicole has witnessed the disrespect her colleagues have for their African 
American supervisor.  This experience has led Nicole to believe African American ECE 
administrators are not respected as leaders: “And sometimes I think because of that, I 
don’t know, I feel like we’re not as respected.  Even I’ve seen our leader who is of 
color.”  According to Nicole, the visibility of African American ECE administrators is 
low.  However, representations of teachers at the entry-level positions are more prevalent 
and widely seen.  
You rarely see – besides the teacher roles, you rarely see African – people of 
color in administrative roles.  You just don't see it.  Teachers or instructional 
assistant or – but when you go higher, you don't see the diversity as much.  Even 
in [name of a Sacramento school district] where it's very diverse, the higher you 
go, you don't see it.   
 
William discussed the different experiences he has encountered as an African 
American ECE male administrator working in both Caucasian (questioned) and African 
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American (welcomed as early childhood expert) communities.  He noted the high 
levels of scrutiny he experienced when seeking ECE administrator positions. 
As an African American male.  I would say because the thought of why would he 
want to work with young children?  Why is he – I mean the phobia, especially if 
you’re – let’s say that I am going for a job in a white community, that’s the look.  
That’s the thought.  If I am going to an African American community, some 
people are hey, finally they get a male up in here, and they’re excited.  Oh, you 
can handle my son, you know.  Or, you can handle my daughter, you know.  And 
the thing about it, here’s what I do when children are acting up in a classroom, 
white, black, purple, whatever – what’s going on?  Why are you upset?  What 
triggered this child?  I need to find out what happened.  Why is he crying?  Why 
is he biting?  Why is he running out of the classroom?  All the why-ifs. . . . they 
want to see all my credentials.  And I bring it out.  But at the same time, where 
was is last work experience?  We need to know exactly his background, you 
know.  It becomes that and I’m like, wow, you know, when, you know, when I 
interview for me, when I interview a person, I interview a person of their 
experience and what they have.  It’s not about this.  It’s not about this, you know.  
So, it’s about what you can contribute to the team, you know.  But when I saw a 
director literally tell me to bring everything to her, and then she printed it out and 
gave it to all the parents, I felt that my whole entire rights were infringed.  
 
Sunshine also stated she experienced high levels of scrutiny in comparison to her 
Hispanic and Caucasian colleagues at the federally funded preschool program she has 
been employed with for the last several years.  She stated that at her workplace African 
American women are watched more closely than her Hispanic and Caucasian 
counterparts: “As an African American woman, I feel that they watch – upper 
management watches us more closely.”  Sunshine gave an example of certain behaviors 
that are overlooked by senior management based on race differences. 
As an example, because I have Hispanic or Caucasian site supervisors that like are 
never at their site, you know.  And I mean word gets out, stuff spreads, and you 
move to different sites.  And they are able to continue those behaviors.  And it’s 
like not really – no one says anything, it just continues.   
 
She added to the above statement that she is not acknowledged for her work efforts.  
Additionally, she explained African American supervisors are not offered out-of-
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state/town professional development opportunities, but their Hispanic and Caucasian 
peers are allowed to attend such trainings. 
Other races that are able to do what have you.  And then I’m like I love my job.  
I’m there early; I stay late.  They don’t acknowledge or see that.  African 
American site supervisors, as a whole within our agency, we don’t get offered to 
go to trainings that are out of state, out of town, anything like that.  But I noticed 
the same few – the same few supervisors go.  And they’re Hispanic and 
Caucasian.   
 
DJ and William expressed during their one-on-one interviews that they worked to 
prove their worthiness as ECE administrators.  DJ felt she was viewed by others as being 
a rare ECE administrator.  That made her feel like she had to prove herself: 
And I always felt like I had to, like, prove myself to them.  Or they look at you a 
certain way, like, who is this?  You know, like why are you in this position?  Or, 
well, she must have the qualifications. Like I'm rare.  And I'm not rare.  It's just 
that it's not that many positions.  So, you know, there's lots of people like me who 
are educated.  I don't – it's kind of weird.  Like, I don't know why they're not in 
more positions. 
 
William stated he had to also prove himself: “So, what I had to do was actually 
like really prove to them.  Be the best class of them all.  And I had to really struggle to be 
the best class.”  He felt parents of students in Hawaii looked upon him in an unfavorable 
manner because he was working with young children.  He explained, “So, the thing was, 
oh, my goodness, is he a pedophile?  Because you’ve got to think about it.  Is he a 
pedophile?  I’m going to watch him.”  
What emerged from the participants echoed in the words of DJ, related to how she 
is judged by the color of her skin. 
Yeah, and you know, it’s just like kind of piggybacking what everybody says.  
It’s like they take your confidence as being cocky.  And it’s just, to me, it’s a 
shame because they look at the color of my skin.  And sometimes I feel like, man, 
if I wasn’t this color, would they judge me differently?  Would they look at my 
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degrees differently?  Would they look at my background differently?  But I 
feel like I’m always fighting.  
 
Representing all African Americans.  The majority of participants expressed 
they faced isolation and/or the burden to represent all African Americans with so few of 
them serving as ECE administrators.  Participants of this study frequently experienced 
feelings of uneasiness knowing they may be the primary voice for the greater African 
American community.  As a result of this belief, participants behaved, felt, and thought 
about how these perceived differences affected them as African American early 
childhood administrators.  DJ is conscious to smile at people and go the extra mile to 
counteract potential stereotypes: 
So I mean at the back of my mind, I feel sometimes that I have this big weight on 
my shoulder to, like, represent every black person on this earth because I don't 
want to be the reason why people feel the way they do.  When I go places, I smile, 
I say hi.  You know, I acknowledge people.  I try to, like, go that extra mile 
because I want people to know, you know, you can't stereotype or lump us all 
together.   
 
DJ also found herself to be one of the first African Americans individuals had met during 
their lifetime: “I've had people tell me before that I was the first black person they've ever 
encountered.  And this was out of Sacramento.” 
Similarly, Nicole felt a sense of loneliness when she did not see others who 
looked like her at organization gatherings. 
It's different, I guess, because there's not that many people of color.  So 
sometimes you feel alone, I guess.  Because sometimes I think other people don't 
relate to the experiences.  And even just walking into a room where, like I said, 
we have site supervisor trainings, and walking into a room and not seeing too 
many people that look like you.  It makes it a little bit difficult, which makes you 
understand how the children feel when they walk into a classroom or maybe it's 
just them or their different culture.  It is.  It's a different feeling.  
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Church Girl stated there are few African Americans early childhood 
administrators who impact children: 
There are less of us that have impact on children.  I just – I describe my overall 
experience as an aha, that I am doing the right thing and that I will continue to do 
the right thing and hopefully be in the right place to always connect and have 
some influence.  Whether it’s being at a conference and speaking up and doing 
the right thing and saying the right thing for children.  Just being the voice, I 
think, it’s important to have that voice from a person of color.  I say, oh, gosh, I 
need to speak up more and it’s only one of me.  You start looking around and 
most of our children – am I the only voice for our children?   
 
Superstar is the only African American student in her dual track bachelor’s degree 
program (child development and child mental health): “Yeah, because when I went . . . 
when I went to Cal . . . that and that’s why . . . and I knew if you got internship – then I 
was the only black, I was the only African American in that program.”  Nicole attended 
ECE administrator meetings and noticed there were very few African Americans serving 
in this role.  She was willing to be the only African American to speak out when no one 
else did. 
And then you come to site supervisor meeting and you look like the oddball 
because you’re like it really doesn’t – or you can’t handle your job, African 
American, two-three of us in the room.  And we’re looking at each other, and I’m 
like, well, I’m going to say it.  If you aren’t going to say it, I’m going to say 
something . . . but you know, but we’re afraid to speak out.   
 
This finding related to African American early childhood perceptions, and 
experiences entailed two subthemes to include perceived biases and feeling a need to 
represent all African Americans.  Participants believed they were judged for 
characteristics related to the color of their skin, stereotypes related to African American 
women having hostile and angry temperaments, and their gender as either male (e.g., 
perceived as a pedophile) or female (e.g., women typically not viewed in leadership 
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roles).  The emotional feeling of having to represent all African Americans and be the 
voice for this population brought about an inherent sense of “loneliness” and “isolation.”    
The findings that emerged from this study reveal sound evidence that the nine 
participants’ preparedness and readiness to provide leadership and oversight of high-
quality preschool programs is complex with many interdependent elements.  ECE 
administrators’ roles are affected by decisions made by senior managers and funders alike 
in terms of requirements and mandates.  Early childhood administrators transition to their 
role moving from preschool to administrator frequently without prior experience.  Their 
professional pathway to understanding their newly acquired role is achieved through job-
embedded (learning while doing) learning, support of invested and committed mentor, 
and is paired with their internal motivation of being “self-driven” and “self-motivated” to 
progress, evolve, and improve as an ECE administrator so they are equipped to provide 
the best support services to children, families, and staff.  
Throughout the one-on-one interviews and focus group, participants expressed 
their perceptions and explained in-depth their experiences with serving as ECE 
administrators.  They overwhelmingly felt staff development was their primary 
responsibility to ensure children received high-quality early learning experiences and was 
closely associated with desired outcomes for children.  Despite this belief, they identified 
effective leadership and management characteristics, and the degree of satisfaction and 
dissatisfaction in accomplishing this overarching goal.  Furthermore, participants’ 
professional development experiences inclusive of formal education along with internal 
and external professional activities minimally prepared them for the ECE administrator 
role.  Additionally, participants faced unique challenges and experiences as African 
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American early childhood administrators that resulted in differential treatment by 
senior managers, colleagues, and families.  There was also the perceived burden of 
having to represent all African Americans due to the limited number of leaders from this 
demographic group in early childhood administrator roles.  Described themes and 
subthemes emerging from the data are subsumed into results that are expressed with 
interpretations.  
Results and Interpretations 
This current research reveals early childhood African American administrators are 
affected by a multitude of influences and factors throughout their professional journey.  
These influences are determined by self-perceptions regarding their abilities, 
competencies, skills, and levels of support received prior to and during the transition 
period of moving from preschool teacher to ECE administrator.  Formal education, work 
experience, and participation in professional development activities were found to be 
complimentary and interdependent of one another throughout ECE administrators’ 
professional preparation journeys.   
The lived experiences and realities of participants in this study provided a 
blueprint for better understanding what African American early childhood administrators 
need to serve as effective leaders and managers of high-quality preschool programs.  
Heifitz and Linsky (2002) indicated leaders do a delicate dance of moving between the 
balcony (e.g., leadership vision) and the dance floor (e.g., daily completion of meal count 
sheets).  Leaders must be able to bring their vision to fruition and operate the daily affairs 
of preschool programs.  This is a constant and ongoing balancing act. 
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Moreover, African American early childhood administrators have unique 
experiences and challenges related to their professional journey and career advancement.  
This study reveals there is a lack of culturally relevant support for African American 
early childhood administrators as evidenced by the raw data and the researcher’s analysis 
of the findings.  While the experiences of this study’s African American early childhood 
administrators differed from one another in terms of nature and scope, there were five 
prevailing and recurring themes common to this phenomenon: 
• The Role of Senior Management and Funders 
• The Transition from Teacher to Early Childhood Administrator 
• Role of Early Childhood Administrators 
• Professional Development Experiences 
• African American Early Childhood Administrators’ Perceptions and Experiences 
Role of Senior Management and Funders 
The demands from senior management and funders to adhere to funding terms 
and conditions as required mandates created a stressful climate for ECE administrators of 
this study.  Senior management’s laser focus on bureaucracy did not allow ECE 
administrators to give attention to developing a program vision to guide the daily 
operation and delivery of services to children, families, and staff.  This resulted in ECE 
administrators feeling challenged with leading and managing preschool programs despite 
their core knowledge and beliefs about what was needed to develop a high-quality 
preschool programs.  The research findings of this study are validated by Goffin (2013), 
who suggested quality preschools require early childhood leaders to have the ability to 
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develop systems.  Additionally, Leithwood et al. (2008), Bush (2013), Siraj-
Blatchford and Manni (2007), and Mitgang (2012) concluded pedagogical leadership is 
achieved by developing a program vision and climate that supports staff to commit to 
common goals inspired and motivated by personal responsibility.  
Early childhood administrators were compounded by senior management’s lack 
of understanding of what is really needed to effectively lead and manage high-quality 
preschool programs.  Although administrators felt very certain of what was required to 
effectively operate high-quality preschool programs, their ability to function in this role 
was negatively influenced by senior managements’ disconnect of what was needed to 
perform the duties and responsibilities of the position, and they were met by unrealistic 
expectations.  Jordan et al. (2013) concluded leadership is socially constructed based on 
self-perception and how others determine who is a leader.  These interactive dynamics 
influenced early childhood leaders’ “professional identity” and “leadership awareness” as 
they prepared to assume leadership and management challenges.  According to Aubrey et 
al. (2013), there are too few research studies that identify the essential characteristics and 
models to support ECE administrators.  
Findings from this study suggest ECE administrators need “clear expectations” 
about their role as well as support with leading and managing staff (adults).  One of the 
primary roles of administrators is to support staff with providing high-quality early 
learning experiences for preschool children.  When ECE administrators lack the time and 
support permitted by senior management to plan, develop, and provide high-quality early 
learning experiences, they do not feel adequately prepared to meet this goal.  Goffin and 
Means (2009) validated this finding by confirming the significance of building 
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“leadership skill development” aimed at management and inspiring others to achieve 
shared goals. 
The Transition from Teacher to Early Childhood Administrator 
The transition from preschool teacher to ECE administrator was positively 
affected by job-embedded learning, mentorship, and internal motivation factors.  Job-
embedded learning, rather than formal education, accounted for how prospective ECE 
administrators best learned to lead and manage in their role.  Intentional, purposeful, and 
deliberate mentorship from caring and supportive individuals, regardless of position level 
in an ECE organization, positively shaped preschool teachers aspirations toward 
transitioning to an ECE administrator role.  The individuals who served as mentors to 
ECE administrators were characterized as being “caring” and “supportive” individuals.  
Additionally, internal motivation factors influenced preschool teachers’ transition to an 
ECE administrator role.  This “self-driven” trait further compelled preschool teachers to 
seek ECE administrator positions.   
Larkin’s (1999) study concluded that the ECE workforce values work experience 
rather than completing educational credentials to include obtaining a degree from a 2- or 
4-year higher education institution.  Furthermore, Larkin’s (1999) study provided insight 
into this phenomenon that ECE administrators felt information regarding budgeting, 
communication, and leadership were essential.  The findings from this research revealed 
these essential topics were neither reviewed nor offered as a course topic.  Additionally, 
ECE courses may not have been taught by higher education professors/instructors who 
had sound practical knowledge derived from firsthand experience.  Larkin’s (1999) study 
suggested leadership and mentorship support was needed to help ECE administrators 
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cope with daily tasks. In addition to having a well-defined job description, prior 
classroom teaching experience and participating in a peer network group contributed to 
ECE administrators’ success.  This study concurred with Larkin’s (1999) in that ECE 
administrators can benefit from being provided with a well-defined job description that 
explicitly and clearly delineate expectations and responsibilities.   
The overarching result from this study is the value and benefit of learning on the 
job through daily work experiences performing the duties and responsibilities as an ECE 
administrator in training.  However, this raises awareness regarding the need for relevant 
ECE coursework to be taught by university faculty that is equally knowledgeable in both 
early childhood “leadership theory” and “practices.”  ECE administrators can also gain 
core knowledge and practice by having workplace conditions that support “learning while 
doing,” which is very similar to apprenticeship (on-the-job training) or internship 
programs that are paired with classroom-related instruction.  However, Mullis et al.’s 
(2003) study revealed job-embedded experience along with the quality and specialization 
of training is attributed to gaining the acquired knowledge and skills in program 
administrative principles and practices.  This dual-pronged approach can offer entry-level 
ECE administrators the opportunity to hone their administrative skills.  
This study also revealed mentors encourage teachers to remain steadfast in their 
pursuit of advancing as an ECE administrator.  Larkin (1999) conducted a multiple case 
study of 16 preschool directors in Boston.  The study explored common characteristics of 
ECE administrators’ roles across organizational types and analyzed their professional 
journeys from teacher to administrator.  Early care and education administrators were 
asked to identify the skills they felt were critical to their role.  The ECE administrators 
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from Larkin’s (1999) study indicated budgeting, communication, and leadership were 
essential skills.  Larkin’s study asked what were considered essential skills to being 
successful in the ECE administrator role, and access to “director-mentors” was captured 
as a contributing success factor.  Internal motivation factors were identified by this study, 
but were not recognized by other scholarly authors as factors for securing an ECE 
administrative position.  ECE administrators’ motivational factors in this study ranged 
from salary increase, personal beliefs (e.g., making a difference in the lives of children), 
and the desire to assume a leadership role as a key decision-maker.  ECE organizations 
who strive to mirror the demographics of their student/child population may consider 
these approaches as potential recruitment and retention strategies for creating a diverse 
ECE workforce.  The finding from this study contributes to the current ECE workforce 
literature and offers a new perspective for addressing the “leadership diversity gap” that 
exists in early childhood education. 
Role of Early Childhood Administrators 
This study concluded that early childhood administrators identified “staff 
development” as their primary role and responsibility.  The time commitment, dedication, 
and investment in staff development (e.g., mentoring, constructive feedback, and 
classroom observation) were associated with ECE administrators’ desire to provide high-
quality early learning experiences for preschool children leading to positive social and 
academic outcomes.  However, ECE administrators experienced different levels of 
frustration and challenges with providing preschool teachers with the necessary support 
to help them positively impact desired outcomes for children.  This is a direct result of 
feeling overwhelmed by competing demands related to the daily operation of programs 
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(e.g., budgets, paperwork, increasing program enrollment).  Goffin and Janke (2013) 
and Goffin and Means (2009) validated this researcher’s finding by suggesting ECE 
administrators devote much of their time to managing the daily affairs, with leadership 
playing a secondary role. 
This study identified six factors associated with effective early childhood 
leadership: personal leadership trait (e.g., ability to relate to children and families, strong 
articulation and writing skills, and the capacity to inspire others), core knowledge (e.g., 
sound child development theory and practice), establishing a program vision, openness to 
working with people from diverse ethnic, cultural and linguistic backgrounds, adherence 
to internal and external governing and regulatory standards, and the ability to lead and 
support staff.  Conversely, Neugebauer (2006) found teaching approaches in preschool 
classrooms were impacted by early childhood administrators’ leadership style rather than 
specific leadership traits and characteristics.  The McCormick Center for Early Childhood 
Leadership (2011) associated such experiences with pedagogical leadership and quality 
of administration.  Although, the ECE administrators of this study believed effective 
leadership were related to varied behaviors, Neugebauer (2006) and the McCormick 
Center for Early Center for Early Childhood Leadership (2011) differed in that they 
identified the “style” and “quality” of leadership as an influence on ECE administrators’ 
roles.  The findings from this study serve as an expansion of the current literature to 
reveal that  “leadership style” and “quality of administration” alone are not the only 
factors impacting the ECE administrator role, but there are very specific and concrete 
traits that account for effective leadership and management of high-quality preschool 
programs. 
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Professional Development Experiences 
Participants of this study received minimal training uniquely focused on ECE 
administrators.  It was common knowledge and understanding among participants of this 
study that they lacked access to professional development opportunities that would have 
supported them as ECE administrators.  The research findings of this study concurred 
with Kipnis et al.’s (2011) conclusion that 2- and 4-year higher education institutions 
designed for early childhood administrators primarily focused on curriculum and 
instruction rather than “leadership” and “management” skills that would lead to positive 
outcomes for children.   
Additionally, Mullis et al. (2013) expounded that training offered to ECE 
administrators should be of quality and address principles of administration, staff 
management, and group dynamics.  As reflected in the focus group data, participants 
expressed the need for an internship designed for prospective early childhood 
administrators who are seeking firsthand experience prior to formally stepping into the 
ECE role.  This professional development activity reinforces the concept and need for 
“job-embedded learning” that was valuable to participants of this study.  A well-designed 
internship may be coupled with peer networking sessions to deepen ECE administrator 
practices and support ongoing professional growth and development. 
African American Early Childhood Administrators’ Perceptions and Experiences 
All nine participants were African American, including eight females and one 
male.  Overwhelmingly, the majority of the participants recounted workplace experiences 
of being characterized as “hostile angry black women.”  This common experience shared 
by participants influenced their workplace behaviors to the extent that some participants 
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found themselves continually counteracting perceived biases held by others (e.g., 
senior managers and colleagues).  This was done by consciously adopting and 
demonstrating socially acceptable behaviors (e.g., smiling, keeping a calm tone of voice, 
saying hello).  As reflected by the data, other participants strived to prove their self-worth 
when their educational credentials and work experience qualifications were scrutinized 
and questioned by others (e.g., senior managers, colleagues, parents/families).  
Participants frequently experienced pressure and responsibility of needing to represent all 
African Americans with so few members of this workforce serving in ECE leadership 
and management roles.  This was typically evident when there was a lack of African 
American early childhood administrators attending leadership forums, meetings, and 
enrollment in higher education ECE administrator programs and or coursework.  Being 
the few or only African American early childhood administrator created feelings of 
“isolation.”  In other case scenarios, participants were not invited or included to attend 
professional development activities while their Caucasian and/or Latino colleagues were 
offered these opportunities. 
The current literature regarding the Critical Race Theory helps situate this 
phenomenon experienced by African American early childhood administrators of this 
study as a subordinate group that has been marginalized.  These social inequalities and 
disparities are continually perpetuated by the dominant group (Closson, 2010; Su, 2007; 
Wright, 2011).  Ladson-Billings (2009) indicated that this behavior is part of society’s 
norm and construct of everyday culture and is rarely detected, deconstructed, or 
challenged.  According to Ladson-Billings (2009), awareness of race consciousness in 
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education practices and policies are needed as a framework of analysis to reverse 
such trends, practices, and enacted policies.  
The research findings of this study expand and contribute to existing literature 
regarding segments of the ECE workforce, specifically African American early childhood 
administrators.  This new body of knowledge can be utilized to outreach, recruit, and 
retain African American early childhood administrators in the ECE workforce.  Howes 
(2008) and Miller and Smith (2011) concluded there is a need to develop leadership 
capacity in the ECE workforce to provide quality early learning experiences for all 
children including those from ethnically, culturally, and linguistically diverse 
backgrounds.  Developing diverse leadership capacity is more critical than ever in 
California when data sources reflect there is minimal representation of African American 
early childhood administrators in the ECE workforce.  According to Whitebook, Kipnis, 
Bellm (2008), African Americans comprised of 9% (616) of 6,852 directors in California 
serving children zero to five years as compared to 63% (4,317) of White, non-Hispanic 
and 16% (1096) of Latina directors.  
Summary 
Despite the common challenges faced by participants throughout their 
professional journeys, the majority of them felt their role as an early childhood 
administrator was a worthy one.  Additionally, they perceived themselves as advocates 
for the well-being and holistic development (e.g., cognitive, social and emotional, 
physical, and spiritual) of preschool children, including children from low socio-
economic and diverse backgrounds.  As evidenced by the repeated themes, participants 
overwhelmingly acknowledged the value and importance of “making a difference” in the 
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lives of preschool children by providing them with rich early learning experiences 
that lead to long-lasting social and academic gains. 
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Chapter 5: Conclusions and Recommendations 
Introduction 
This study sought to investigate and explore the phenomenon related to African 
American early childhood administrator’s perceptions, attitudes, and beliefs about their 
professional development preparedness to lead and manage high-quality preschool 
programs.  Early childhood administrators, as a collective workforce, are faced with a 
multitude of challenges in providing preschool children with high-quality early learning 
experiences to help them successfully transition from preschool to kindergarten.  There 
are ongoing and competing demands that make this goal challenging to achieve.  
Nonetheless, early childhood administrators are resolved and self-driven to ensure 
children and families are provided with quality services and staff are adequately 
supported to deliver classroom instruction that to desired outcomes for children. 
The researcher asked African American early childhood administrators of this 
study to be vulnerable, open, and honest in sharing their professional development 
journeys.  To guide this qualitative inquiry, the researcher employed semi-structured, 
one-on-one interviews and a focus group session to better under this phenomenon as 
described by participants. This study gave voice to a segment of the early childhood 
workforce that seldom has opportunities to share the conditions and factors that influence 
their role as early childhood administrators.  As a result of this inquiry, participants of 
this study expressed what did and did not prepare them for their role.  Additionally, 
participants proposed viable solutions to minimize external challenges encountered 
throughout their professional development journeys.   
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Conclusions 
African American early childhood administrators face a range and scope of 
challenges in building high-quality preschool programs to include unique barriers as 
identified by this study’s five emerging themes.  Additionally, this study presented an 
expanded voice about African American early childhood administrators’ preparedness to 
lead and manage high-quality preschool programs.   This study provided insight into the 
lived experiences and journeys of African American early childhood administrators in 
preparing to build high-quality preschool programs.  While this segment of the 
population broadly shares common experiences with the overall ECE administrator 
workforce, unique challenges and barriers exist pertaining to this segment of population.  
The primary role of early childhood administrators is to develop a vision for 
leading and managing high-quality preschool programs that support the holistic well-
being of preschool children leading to social, academic, and life success.  It is vital that 
all segments of the ECE administrator workforce feel adequately prepared for their role 
to create early learning conditions to help preschool children successfully transition to 
kindergarten.  However, this goal is unachievable and unattainable if this segment of the 
ECE workforce is encountering prolonged systemic and structural social inequalities that 
jeopardize this vision and mission.  This segment of the ECE workforce perceived 
realities that have been revealed by this study and made known to scholars, practitioners, 
policymakers, state departments of education, school districts, governing regulatory 
bodies, public and private ECE organizations, quality improvement stakeholders, and 
fellow colleagues in the ECE workforce.  What the research has revealed should help 
stakeholders better understand what is needed to improve access to relevant professional 
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development opportunities for this segment of the ECE workforce.  Furthermore, the 
research reinforces the need to create workplace experiences and conditions for African 
American early childhood administrators by adopting culturally relevant policies and 
practices that value them as equal, vital, and competent members of a growing and 
diverse workforce, thus preparing them to build high-quality preschool programs for 
children and families.  The conclusions of this study provide viable and practical answers 
to each of the study’s three research questions.   
What do African American early childhood administrators experience when 
transitioning from teacher to administrator? 
 
The transition from preschool teacher to administrator was met overall with 
challenging experiences but when provided with supports, participants were able to 
overcome some of their barriers.  African American early childhood administrators’ 
administrative skills increased gradually when they took the initiative to gain valuable 
knowledge and practices from “job-embedded learning.”  The influence of positive 
mentoring relationships played a critical role in helping participants feel personally 
supported with their professional growth and development as entry-level ECE 
administrators.  They felt better prepared to develop high-quality preschool programs 
with access to a caring and supportive mentor.  All participants shared a common internal 
motivation factor of being self-driven and determined to advance from preschool teacher 
to administrator despite the challenges faced throughout their pursuit of seeking an early 
childhood administrator role. 
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How do African American early childhood administrators describe their 
professional preparedness to lead and manage high-quality preschool programs? 
 
African American early childhood administrators expressed their lack of 
preparedness to lead and manage preschool programs was largely due to their educational 
journey.  All but one participant stated their formal educational journey did not 
adequately prepare them for an administrator role.  The complexities and multiple 
challenges of overseeing high-quality preschool programs require a multi-pronged 
approach to leading and managing.  College-level coursework and ECE higher education 
programs at both 2- and 4-year institutions failed to address crucial topics related to staff 
development and fiscal management (publically and privately funded programs).  This 
may be a result of participants completing degree programs in varied disciplines and 
concentrations.  The majority of courses experienced by participants addressed 
curriculum and instruction topics aimed at supporting preschool teachers.  Neither 
internal nor external professional development training opportunities/activities supported 
African American early childhood administrators’ professional preparation.    
What are African American early childhood administrators’ perceptions, about 
their competency to lead and manage high quality preschool programs? 
 
Interestingly, African American early childhood administrators’ perceptions about 
their current competencies to lead and manage high-quality preschool programs differed 
from their perceptions of what is considered effective leadership and management 
characteristics in overseeing high-quality preschool programs.  These characteristics 
pertained to personal leadership (e.g., ability relate to children and families, strong 
articulation and writing skills, and the capacity to inspire others); core knowledge (e.g., 
sound child development theory and practice); establishing a program vision; openness to 
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working with people from diverse ethnic, cultural, and linguistic backgrounds; 
adherence to internal and external governing and regulatory standards; and the ability to 
lead and support staff.   
Areas of conflict largely dealt with senior management placing emphasis on 
bureaucracy-laden requirements deemed by funders and lacking adequate time to engage 
individual and team staff development support by observing, modeling, mentoring, and 
providing constructive feedback regarding classroom practices.  Participants’ passion, 
dedication, and commitment to creating positive experiences and making a difference for 
children, family, and staff in the ECE field served as an ongoing motivator for remaining 
an ECE administrator.   
Recommendations 
Five themes and 14 subthemes emerged from the findings of this study.  The 
Results and Interpretations of Chapter 4 clearly articulated and delineated the emergent 
themes and patterns that warrant the following proposed recommendations. 
Theme One: The Role of Senior Management 
Subthemes.  Accountability to funders, Bureaucracy laden, and Value of 
understanding administrator role. 
Address the disconnect of the senior management role in supporting ECE 
administrators. 
1. Senior Management needs to gain a clear and defined understanding of the early 
childhood administrator role.  This can be achieved by conducting organizational 
surveys, hosting input focus sessions, and job shadowing (e.g., to observe for 
patterns, trends, and behaviors) of early childhood administrators over a period of 
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time to learn about the intricacies and duties of overseeing high-quality 
preschool programs.  Data gathered from theses sources can be utilized to make 
informed decisions about what best practices to adopt to support ECE 
administrators from the senior management level. 
2.  Encourage policymakers to enact standard professional development policies for 
publicly funded programs that require early childhood administrators to conduct 
ongoing self-assessments of the their leadership and management skills using the 
most current publication of the Program Administration Scale (PAS) authored by 
Paula Jorde Bloom and Teri N. Talan (2004).  This is a valid and reliable 
instrument.  Results from the PAS instrument can be aligned with early childhood 
administrators’ self-assessment of their preschool environment using the most 
current publication of the Early Childhood Environment Rating Scale (ECERS) 
authored by Thelma Harms, Richard M. Clifford and Debbie Cryer (2014).  This 
is a valid and reliable instrument that measures the quality of preschool program 
environments for children 2.5 to 5 years old (preschool-aged children).  
Theme Two: The Transition from Teacher to Early Childhood Administrator 
Subthemes.  Job-embedded learning, Mentorship impact on successful transition, 
and Internal motivation factors. 
Address the transition from teacher to early childhood administrator needs. 
1. Early childhood administrators would benefit from an apprenticeship-style 
designed leadership and management professional development program paired 
with relevant classroom discussions (e.g., fiscal management and staff 
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development) that directly align with the role and function of the ECE 
administrator’s role.  
2. Create a required standardized mentorship and mentee program that matches early 
childhood administrators with senior early childhood administrators (may be 
superior or peer) who have achieved mastery of administrator skills and practices 
as measured by the PAS.  This may be done in partnership with the existing 
California Early Childhood Mentor Program for Directors. 
Theme Three: Role of Early Childhood Administrators 
Subthemes.  Perceptions of early childhood administrators perceptions of early 
childhood administrator role, Perceived characteristics of effective leadership, and 
Satisfaction and dissatisfaction with early childhood administrator role. 
Address the role of early childhood administrators. 
1.  Host an ongoing “reflective practice” leadership and management forum that 
supports peer dialogue regarding successes, challenges, and best practices in 
overseeing high-quality preschool programs.  This supports honest discussions 
about creating a program vision and addressing current realities in achieving 
high-quality preschool programming. 
2.  Develop supervision leadership resources that guide early childhood 
administrators with staff development.  These resources should ideally support 
early childhood administrators with providing ongoing constructive feedback to 
staff about classroom practices, learning to facilitate professional development 
trainings based on program needs/gaps, and conducting classroom observations 
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to identify teachers’ strengths and weaknesses to support developing 
individual professional development plans. 
Theme Four: Professional Development Experiences 
Subthemes.  Formal education pathway, Internal professional development 
opportunities, and External professional development opportunities.  
Address internal and external professional development needs. 
1. Design relevant specialized early childhood administrator coursework/program 
(e.g., adherence to governance and various regulatory standards, fiscal 
management, and effective administrator skills) for 2- and 4-year higher 
education institutions paired with supervised internship programs using a cohort 
model.  Completion of an internship should be a requirement and condition for 
graduating, which is in alignment with many other social science degree 
programs. 
2. Create access to local and statewide internal and external professional 
development activities tailored specifically for early childhood administrators 
and their unique needs related to fiscal management, staff development, and 
effective leadership and management practices.  These professional 
development activities should be closely linked to supporting desired outcomes 
for children and families. 
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Theme Five: African American Early Childhood Administrators’ Perceptions 
and Experiences 
 
Subthemes.  Perceived biases of others, Representing all African Americans. 
Addressing perceived biases and feelings of isolation. 
1. Develop peer networking opportunities targeted specifically for African American 
early childhood administrators to reduce feelings of isolation.  Moreover, provide 
a constructive platform for African American early childhood administrators to 
share common experiences, challenges, and viable solutions to the barriers they 
encounter.  Seek support from allied ECE organizations engaged in workforce 
development and capacity building to include, but not be limited to, the National 
Association for the Education of Young Children, Center for Study of Child Care 
Employment, McCormick Leadership for Early Childhood Leadership, and the 
National Black Child Development Institute.  
Further Research 
The findings from this research study offer the early childhood field, 
policymakers, school districts and like-minded ECE organizations a lens for exploring 
opportunities to build leadership and management capacity from diverse segments of the 
ECE workforce where there is currently a gap.  The researcher of this study proposes 
further research be conducted to address the lack of diverse ECE administrators in the 
workforce as guided by the following recommendations: 
1. Replicate the study to explore other diverse ECE workforce administrators to 
include, but not be limited to, Latin Americans, Asian Americans, American 
Indians, Middle Eastern Americans, and male populations.  
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2. Explore how the demands of senior management impact the role of early 
childhood administrators and if there are any differences for administrators of 
color. 
3. Investigate the workplace conditions preschool teachers encounter when 
transitioning to an ECE administrator role and assess if there are differences for 
those employed in public and private programs. 
4. Explore how early childhood administrators’ self-driven traits influence career 
advancement and any differences that may exist for those of color. 
5. Conduct research that explores systems of institutionalized racism to determine 
claims raised by this study.  Additionally, study in-depth how these claims may 
influence outreach, recruitment, and retention efforts to build a diverse ECE 
workforce that is inclusive of African American early childhood administrators. 
Summary 
Chapter 5 offers viable solutions and recommendations based on research 
evidence presented in this dissertation report.  The data collection instruments employed 
for this study were carefully selected to help address the stated the problem, design the 
study, and conduct in-depth analysis of the findings based on the rich, thick descriptions 
from participants of this study.  This study was non-site specific and is representative of 
participants from northern California (Sacramento, California and the Bay Area) who 
offered possible solutions to a deeply seated problem regarding their preparedness to 
build high-quality preschool programs.  This phenomenon lay largely dormant until 
participants of this study were willing to be vulnerable and lend their collective voices to 
the ECE workforce. 
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African American early childhood administrators of this study were well 
educated (most completing advance degrees), experienced (worked for a combination of 
public and private programs), and positioned (providing direct services to children and 
families) to create the conditions of building high-quality preschool programs.  However, 
persistent factors threaten their ability and desire to achieve this goal due to senior 
managers’ disconnect of administrator roles, duties, and responsibilities; ECE 
administrators’ current reality of their role conflicting with the ideal vision of the 
position; and feelings of isolation reinforced by organizational structures, systems, and 
practices of indifference present and active in ECE workplace environments.  These 
factors directly/indirectly negatively influence the preparedness of African American 
early administrators to build high-quality preschool programs.  
Reversing this trend will require a multifaceted approach of creating policies, 
practices and conducting ongoing evaluations as well as hosting input forums across 
California to address the root cause of this prevailing problem.  Failure to do so 
jeopardizes the diversification of the ECE workforce to mirror the demographics of 
children, families, and staff served throughout the state.  The hope of this researcher is for 
California’s early learning system to create specialized professional development 
opportunities and experiences for early childhood administrators including those of 
African American descent that adequately prepares them to build high-quality preschool 
programs that lead to positive outcomes for preschool children who remain intact 
throughout their school careers. 
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Appendix A: Interview Protocol 
 
 
 
Individual Interview Protocol 
Research Title: The Preparedness of African American Early Childhood Administrators 
to Build Quality Preschool Programs 
 
Research Description: The purpose of this phenomenological study is to explore 
African American early childhood administrators’ perceptions, attitudes, and beliefs 
about their professional development preparedness to lead and manage high-quality 
preschool programs. 
 
Research Questions: 
• What do African American early childhood administrators experience when 
transitioning from teacher to administrator? 
• How do African American early childhood administrators describe their 
professional preparedness to lead and manage high-quality preschool programs? 
• What are African American early childhood administrators’ perceptions about 
their competency to lead and manage high-quality preschool programs? 
 
 
Date/Time: ______________________________ 
Location: _________________________________ 
Interviewer: _____________________________ 
Interviewee: ____________________________ 
Position of Interviewee: ____________ 
 
 
Interview Protocol: 
1) Describe your educational and work experience pathway into the field of early childhood education? 
 
 
 
2) How would describe your transition from a teacher to administrator of a preschool program? 
 
 
 
3) How do you feel your educational and work experience pathways prepared you for leading and 
managing high-quality preschool programs?  
 
 
 
4) Describe how you were mentored, coached and/or supported in the development of becoming a 
preschool administrator? 
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5) How do/did you feel about your competency to lead and manage high-quality preschool programs? 
 
 
 
6) Describe a time when you felt you had a high level impact on leading and managing high-quality 
preschool programs? 
 
 
 
8) Describe your thoughts about what is needed to be an effective early childhood administrator of high-
quality preschool programs?  
 
 
 
9) What professional development activities/trainings have been offered locally or statewide that has 
supported your role as a preschool administrator? 
 
 
 
10) How would you describe your overall experience as an African American early childhood 
administrator?  
 
 
 
11) Is there anything else you would like to share about your role and/or journey as an early childhood 
administrator of preschool programs? 
 
 
 
 
Thank you again for participating in this study. Your contribution to the field of early childhood 
education is greatly appreciated. The information you provided will remain anonymous and 
confidential. 
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Focus Group Protocol 
Research Title: The Preparedness of African American Early Childhood Administrators 
to Build Quality Preschool Programs 
 
Research Description: The purpose of this phenomenological study is to explore 
African American early childhood administrators’ perceptions, attitudes, and beliefs 
about their professional development preparedness to lead and manage high-quality 
preschool programs. 
 
Research Questions: 
• What do African American early childhood administrators experience when 
transitioning from teacher to administrator? 
• How do African American early childhood administrators describe their 
professional preparedness to lead and manage high-quality preschool programs? 
• What are African American early childhood administrators’ perceptions about 
their competency to lead and manage high-quality preschool programs? 
 
Date/Time: ______________________________ 
Location: _________________________________ 
Facilitator: _____________________________ 
Interviewees: ____________________________ 
 
 
Focus Group Interview Protocol: 
1. By show of hands, how many of you were provided formal training prior to 
assuming your new position as an administrator?  
a. For those who did receive formal training, please describe your training 
program. How did it prepare you for your role in leading and managing 
high-quality preschool programs? 
b. For those who did not receive formal training, please describe how this 
impacted your preparedness in leading and managing high-quality 
preschool programs? 
2. Describe the transitional period in moving from teacher to administrator?  
a. What were the greatest advantages?  
b. What were the greatest disadvantages?  
c. Is there anything you would like to have happened differently to prepare 
you for this role? 
3.  Describe your perspective of what is needed to effectively lead and manage quality 
preschool programs?  
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4.  Describe your perspective of what other stakeholders (e.g. society, policymakers, 
school districts, early childhood organizations) believe makes an effective leader and 
manager of quality preschool programs?  
5. What motivated you to become an early childhood administrator of preschool 
programs? 
a. Did you have a formal/informal mentor?  If so, describe the nature of the 
coaching/mentoring relationship. 
6.  Describe your major role in leading and managing preschool programs? 
a. What are/were the daily, monthly, annual activities connected to this role?    
7.  How effective do you feel in leading and managing high-quality preschool programs 
when reflecting on your major activities? 
8. What professional development activities/opportunities would support/supported you 
in being an effective early childhood administrator of preschool programs?    
9. How has being an African American early childhood administrator influenced your 
role as a leader and manager of preschool programs?  
a. Are there unique challenges as an administrator of color?  
b. Are there unique advantages as an administrator of color? 
10. Is there anything I did not ask you would like to share about your early childhood 
administrator experience? 
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Appendix B: Email and Telephone Invitation 
 
 
 
Hello my name is a LaWanda Wesley and I am contacting you today regarding my 
research study related to quality preschool programming. 
 
I am doctoral student at Drexel University Sacramento and conducting qualitative 
phenomenological research. I am asking for your support as a prospective participant and 
seeking your interest in being interviewed, as well as participating in a focus group.  
 
The purpose of this phenomenological study is to explore African American early 
childhood administrators’ perceptions, attitudes, and beliefs about their professional 
development preparedness to lead and manage high-quality preschool programs.  
 
The interview data will be collected via audiotape recordings and the focus group session 
will be videotaped. The researcher will take written field notes of her observation during 
both the interview and focus group session. The interview will last between 60 to 90 
minutes and the focus group session will last 90 minutes. Both data collections methods 
(interview and focus group) will be transcribed verbatim by the researcher. You will be 
asked to participate in both the interview and one of the two focus group sessions of your 
choosing located Sacramento and the Bay Area.  
 
You will not be offered financial compensation or in-kind incentives in exchange for 
your participation. To protect your confidentiality, anonymity and privacy, pseudo names 
will be assigned to the associated research findings. Upon completion (expected end date 
June 2015) of the study, all documents and records associated with this project will be 
destroyed. 
 
Should at any point before, during or after you choose to participate in this research 
study, you decide to withdraw you may freely do so by contacting me at 916.202.8884 
and/or via email at low23@drexel.edu, lwesley77@gmail.com or lwesley@cdicdc.org. 
Upon doing so, I will remove you from the study immediately without hesitation and 
adverse consequences. Additionally, should new information be made available to me at 
any time that may potentially affect your decision to continue to participate, I will inform 
you promptly. 
 
There are no known risk factors associated with this study. The benefits associated with 
your participation are to the field of early childhood education in learning about how 
African American early childhood administrators are prepared to lead and manage high-
quality preschool. 
 
Please feel free to let me know if you would be interested in the study or would like more 
time to think about it. Should you meet the participant criteria and agree to participate, I 
  
167
will share additional information with you regarding your rights as a participant and 
consent form. 
 
Thank you for your time and consideration. 
 
Best regards, 
 
LaWanda Wesley, Ed.D. Candidate 
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Appendix C: Informed Consent Form 
 
 
Title of Research: The Preparedness of African American Early Childhood 
Administrators to Build Quality Preschool Programs 
 
Dear Participant, 
 
I am doctoral student at Drexel University Sacramento and conducting a qualitative 
phenomenological research study. By doing so, I am asking for your support as a 
prospective participant. I am seeking your consent to be interviewed and participate as a 
focus group member.  
 
The purpose of this phenomenological study is to explore African American early 
childhood administrators’ perceptions, attitudes, and beliefs about their professional 
development preparedness to lead and manage high-quality preschool programs.  
 
The interview data will be collected via audiotape recordings and the focus group session 
will be videotaped. The researcher will take written field notes of her observation during 
both the interview and focus group session. The interview will last between 60 to 90 
minutes and the focus group session will last 90 minutes. Both data collections methods 
(interview and focus group) will be transcribed verbatim by the researcher. You will be 
asked to participate in both the interview and one of the two focus group sessions of your 
choosing located Sacramento and the Bay Area.  
 
You will not be offered financial compensation or in-kind incentives in exchange for 
your participation. To protect your confidentiality, anonymity and privacy, pseudo names 
will be assigned to the associated research findings. Upon completion (expected end date 
June 2015) of the study, all documents and records associated with this project will be 
destroyed. 
 
Should at any point before, during or after you choose to participate in this research 
study, you decide to withdraw you may freely do so by contacting me at the telephone 
and/or emails listed below. Upon doing so, I will remove you from the study immediately 
without hesitation and adverse consequences. Additionally, should new information be 
made available to me at any time that may potentially affect your decision to continue to 
participate, I will inform you promptly. 
 
Researcher’s Contact Information:  
LaWanda Wesley, Ed.D. Student  
Telephone: (916) 202-8884/ (916) 203-3782 
Emails: low23@drexel.edu/lwesley77@gmail.com/lwesley@cdicdc.org 
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There are no known risk factors associated with this study. The benefits associated 
with your participation are to the field of early childhood education in learning about how 
African American early childhood administrators are prepared to lead and manage high-
quality preschool programs. 
  
Please sign this consent form with understanding: 
• I have read the consent form and received a signed copy 
• I have been informed of the reason for the study 
• I have had the study explained to me 
• I have had all of my questions answered 
• I give consent voluntarily 
 
Name of Participant: ____________________________________________ 
 
Participant’s Signature:__________________________________________ 
 
Date: _____________ 
 
 
